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CHAPTER I . 
STATEMENT AND DEFINITION OF THE PROBLEM 
The contrast between the recognition of individual differences 
among elementary grade pupils and the ~djustment of classroom services 
to meet varying learning needs is extreme. Courses in schools of edu-
r 
cation, in-service training programs, extension workshops, and a 
plethora of professional literature have all encouraged the individual-
.... 
ization of classroom instruction; yet the transfer to practice seems 
to be negligible. Uniform instruction, largely administered through 
basal textbooks and whole-class procedures remains the pattern still 
widely followed in public school systems. 
. The problem of thms thesis is to make effective prQvision for 
the learning needs of intermediate grade children in all school sub-
jects within the regular classroom organization and to evaluate the 
outcomes of the content subject phases at the end of one year. The 
1 
evaluation of the skills subject phases and the social personal out-
2 
comes are to be examined through accompanying studies. 
~alter J. McHugh, "Effects of Individualized Pro~rams of In-
struction on Achievement in Arithmetic, Spelling, Reading, and Lan-
guage in the Intermediate Grades" (unpublished Doctoral dissertation, 
Boston University, Boston, 1960). 
2George B. Rochefort, Jr., 11.An Evaluation of Social and Personal 
Outcomes in a Program of Differentiated Instruction" (unpublished Doc-
toral dissertation, Boston University, Boston {in progress]). 
2 
Learning Needs in a Program of Individualized Instruction 
The sensible direction of any program of instruction hinges on 
the service which that program provides in meeting the actual learning 
needs of pupils. For this reason it was necessary to define those 
specific learning needs both in terms of their general educational sig-
nificance and with especial regard to the separate subject areas. 
1. Adjustment to ability levels. In the regular class situation 
teachers must be willing to, and actually adjust instructional 
material in all school subjects to the demonstrated achieve-
ment level of the pupil. Maximum learning efficiency is de-
pendent on the right books for the right children. 
2. Adjustment of learning to different rates of progress. All 
children do not learn the same information within the same 
specified time limits. The regular classroom lesson plans 
should be flexible enough to allow some pupils to learn 
3. 
faster than others, to encourage zeal for learning. 
Special skills needs. Since children are different, they 
need help in different school subjeGts at different times. 
All pupils do not need extra help in map ·reading or in his-
torical relationships. The regular classroom should be char-
acterized by direct teaching to the point of error or weak-
ness to those children who need the assistance, and only those. 
4. Need for self-direction and initiative. The teacher-dominated 
classroom should be modified by a learning atmosphere which 
permits individual types of learning centered around indi- ' 
3 
vidual interests. Each quest for knowledge should be encour-
aged by teacher-planning and iatelligent use of community re-
sources. 
5. Individual enrichment needs. The pupils in any given class 
differ in the appreciations and cultural backgrounds they 
bring to classroom experiences. The teacher should contribute 
to the broadening aesthetic desires of the pupils in those 
specific areas of need. 
The specific methods and adaptation of educational materials 
necessary to serve these learning·needs evolved from many patterns of 
instruction; whole-class procedures, team learning,, various interclass 
ability groupings, and individual study. 
Whole-class Instruction 
Any appreciation objectives, the use of multisensory aids~ 
demonstrations, experiments, films, slides, classroom visitors, im-
promptu dramatizations, play reading, choral reading, singing, current 
events, opening discussion, planning, problem solving, and the intro-
duction of new units in content subjects were occasions for using whole-
class procedures. 
Team Progress Tec£niques in Skills Instruction 
1. In arithmetic) spelling~ and specific skills related to these 
areas, teams of two or three pupils o'f the same ability pro-, 
gress at different rates by self-directed, self-correcting 
materials. Intake of ideas, fundamentals, and problem solv-
4 
ing practices are other areas of application. 
2. In reading and language arts; oral reading practice, intake 
of ideas and recall skills, dictionary skills, language gram-
mar skills, parts of speech, word classification exercises, 
and word analysis practice can be adapted for team progress. 
3. In social studies and science; team specialties, systematic 
f~ct and concept review, map and globe skills, outlining, 
use of ~eferences, and use of study guides are examples of 
activities suited to team progress methods. 
Various Int·erclass Ability Groupings 
1. Half, third, or quarter of the class; special skills instruc-
tion in language, dictionary usage, composition skills, 
phonics, special instructions for study or vocabulary prac-
tice, group presentations, temporary adjustments to levels 
of ability in skills subjects, separate texts for skills in-
struction in content areas. 
2. Groups of three to five pupils; for group specialties in 
social studies, science, or lit~rature, study guides in his-
tory and geography; participation in discussion, planning, 
criticism, special instruction in use of references,, methods 
of reporting, library use, and note-taking; planning for 
c~eative writing. 
Individual Learning Activities 
1. Independent reading for special reports, writing of papers, 
5 
certain types of skills practice, pupil specialties, record-
keeping. 
2. Testing of achievement; eyaluation and analysis of learning 
needs. 
The Research Design 
The methods of differentiating instruction previously listed and 
their implementation in public .school classrooms followed a research de-
sign in three major areas. 
Evaluation of the Pupils 
The fO'llowing measures· were used in June 1958 and June 1959 to 
measure pupil achievement in grades four, five, and six; Kuhlmann-
• 
Anderson Intelligence Test, Metropolitan Achievement Battery, pupil 
subject interest rating, social distance rating, school adjustment in-
ventory, and parental satisfaction with school service. In addition, 
the entering fourth grades were given intelligence and achievement 
measures in September 1958. The major statistical technique employed 
was the comparison of the mean achievement of pupils in the control 
(1958) year and in the experimental (1959) year. The data were analyzed 
to evaluate the individualized program in all school subjects at all 
intermediate grade levels and for children at different I.Q. levels of 
ability. 
Evaluation of the Teachers 
It was necessary to evaluate the level of instruction and class-
6 
room service which was offered during the control and experimental 
years. A subject service rating scale (Appendix A) was developed for 
this purpose. This analysis was conducted by use of a standard inter-
view form designed to determine the provisions for individual learning 
needs in each classroom to be included in the study. In this evalua-
tion 47 intermediate grade teachers were interviewed and ratings ob-
tained for services in both the 1958 and 1959 school years. A detailed 
examination o·f this instrument, its construction, us.e, and results of 
d . . . '11 b f d . . d 1 d. . 1 a m~n~strat~on w~ e oun ~n a compan~on octora ~ssertat~on. 
Since the same teachers provided instruction both years, person-
ality qualities, intelligence, and other factors relating to teaching 
proficiency would remain substantially equivalent. 
The Instructional Program 
The instructional programwhich is the concern of this thesis 
covered all school subjects in ~7 intermediate grade classrooms. The 
program was primarily directed at changing uniform instruction patterns 
by techniques which served individual learning needs. There were no 
changes in courses of study or basal textbooks; the basic classroom 
organization remained the same for both years; the time devoted to each 
... 
subject was approximately the same; and teachers taught all subjects to 
pupils of varying abilities with self-contained classrooms. 
1Harvey B. Scribner, "Evaluation of an Instrument to Measure 
Teacher Service to the Learning 'Needs of Childre~" (unpublished Doc-
toral dissertation, Boston University, Boston [in progress]). 
7 
Evaluation Design in the Content Subjects 
Though the Dedham program of individualized instruction covered 
all subject areas~ this thesis is concerned with th~ statistical anal-
ysis of the outcomes in the content subject areas of literature, social 
sttidies, and science only. The research fellows worked interchangeably 
in all subject areas throughout the experimental year and each imple-
mented the skills subjects program and content subject program in as-
signed bui.ldings. The results of this total program are reported sep-
arately, however, this thesis containing the analysis of content sub-
ject data. 
Variables Affecting the Experiment 
The Dedham program contained many factors which may have in-
fluenced the 04tcomes of this study. The energy of the teachers in-
volved in a sttmulating new educational venture, the effeGt Qf clps~ 
supervision by the resea~ch fellows, the knowl~dge that the program . 
was to be evaluated by standard tests and the attendant p~blicity and 
parental interest were variables of consider~ble import. 
The Dedh~m study was, in effect, a demonstration. Though ex-
perimental in nature and governed by some predetermined and existing 
conditions, its purpose was to change teacher service in the inter-
mediate grades of a moderate-sized town. This change was most markedly 
produced by demonstration of those teaching methods which were funda-
mentally sound in theory~ yet because of inertia or timidity had.not 
found their way to practice. . . 
CHAPTER II 
REVIEW .OF THE RELATED RESEARCH 
A Brief Historical Perspective 
Concerning Innovation in School Practice 
The problem of individualizing instruction is of such diversity 
and scope that it seems feasible at the outset of thii chapter to or-
ganize a brief historical frame so that the reader might view the de-
tailed descriptions which follow in light of their chronological se-
quence. 
The main current of American individual instruction theory and 
practice flows primarily from four sourc~s: Preston Search and the 
Pueblo Colorado Plan, 1888-1910; Frederick Burk of the San Francisco 
State No~l School, 1912-1919; Helen Parkhurst and the Dalton Plan to-
gether with Carleton Washburne at Winnetka, Illinois, both of whom led 
the crusade for indi:vidual instruction during the 1920's and ea:dy 1930 1 s. 
Though the dominant characteristics and techniques of individual 
plans were evolved by these four American educators; numerous other 
tributaries of thought added to and, in fact, predated these ·domestic 
attempts. 
The Activity School, which proposed to make the child the active 
participant instead of the passive recipient in education, evolved from 
the practices cited by Comenius (1638) and Rousseau (1762). Their edu-
cational theories centered around the nature of the child and the need 
9 
for concrete life experiences ~n education; in essence, their philos-
ophies were based on experimental exploration of the learning needs of 
children. 
Though Rousseau was not·primarily an educator, his book Emile 
profoundly influenced Pestalozz±, whose proposals fdr educating chil-
dren formed the core of school innovation in the late 1770's. In 
Europe, likewise, Herbart (1830) and Froebel (1840) continued to press 
for school techniques and practices more ·consistent with the nature of 
the child. From Rousseau, Froebel accepted the theory of a rich sensory 
background as an essential to learning activities, and applied it to 
_his kindergarten school which was at once both sensory and objective. 
Herbart, at about the same period, stressed the cultural history of man 
as being the core of the curriculum. 
In America, Bronson Alcott and Susan Blow established kinder-
gartens (1870) patterned after Froebel's Buropean schools. In Quincy, 
Massachusetts, a short time later (1815), Francis W. Parker, adapting 
the earlier ideas of Herbart, established the core curriculum which has 
influenced American education to the present day. In effect, it binds 
the different subjects of the elementary school together into a unified 
single course. 
The manipulative devices of the Froebel schools found further 
expression in the manual arts training schools established by Dr. Felix 
Adler in 1879. Clearly the desire for expressiqn by school age children 
found fulfillment in these schools. 
10 
Beginning with G. Stanley Hall in 1890, the uirect observation 
of the child in the learning p~ocess was advocated. Th~se laboratory 
observations were furthered by Cattell, especially during the early 
1900's. 
This early twentieth century period saw the beginning of the 
psyahological testing ~ovement with Edward L. Thorndike, Charles H. 
Judd, and Lewis M. Te~man, its chief proponents and experimenters. 
This m0vement emphasized beyond rebuttal the individual differences 
found in ehildren and the futility of a psychology of learning based 
on m~ss instruction methods. 
Preceding this psychological observation movement, yet utilizing 
its principles in practice, was J0hn Dewey, wh0, beginning ia 1896r in-
fluenced American education to a pr0found degree. His work and writings 
emanating fr0m the University of Chicago mainly c0ncerned the the~is 
that school s~bjeets should develop from children's life activities· and 
that the classroom should be, in essence, a working.democratic soeiety. 
Like.Gopernicus, he chose to realign a universe, the universe of education. 
These early educat0rs were not, per se, concer,ned with individual-
~ 
izing instruction; what they did accomplish; however~ was a re-eval~ation 
of the pupil in the light of the existing school practices. They chose 
to concern the school with the child; from such beginnings individual 
instruction was a natural outgrowth. 
11 
Need for.Ad?ptation of -S~hoo1 Pr~ctice 
to Accommo4ate Vary,ing Levels of Ability 
A review of the literature discloses virtually no indications 
. 
of the term "levels of ability." This term is probably understood to 
be synonymous with "individual differences," though the former concerns 
actual school achievement, while the latter most pointedly concerns 
physiological, psychological, and sociological differences exhibited 
among human beings. 
This achievement range or level of ability was recognized by 
Carleton Washburne when he observed: 
The school program must be adjusted to each child's 
maturity, recogn~z~ng a ,ra~ge in reg~rq t0 any o~e aspect. 
of school work, of at least four years in any classroom. 
~his adjustment mus4 be made insofar as we expect _mastary 
from each child.l , 
This range of abilities was further recognized by A. H. Suther-
land of the Los Angeles public schools. He emphasized that: 
Since each individual pupil possesses a larger amount of 
so~e one ab~lity than of a~other, it follows that intelli-
gently directed education demands that he work at one level 
in subject 4 (which req~ires the greater amount. of ability) 
and at a lower level ~n subject B (which requires a lesser 
amount of ability).z 
1carleton Washburne, "Adjusting the Pr0gram t0 the Child,.'' 
Educational Leadership, XI:3 (December, 1953), 37. 
2 A. H. Sutherland, "Individual Differences Among Children," 
Adapting the Schools to Individual Differences, Twenty-fourth Yearbook 
of the -Nat1ona1 Society for the Study of Education, Part II (Blooming-
ton, Illinois: Public School Publishing Company, 1925), p. 10. 
12 
In commenting on school programs relative to the adjustment of 
the school curriculum, Morgan asser~ed that "for maximum effectiveness; 
the educator must adjust the demands and expectancies to the present 
leyel of 'the child. 113 
It is clearly understood from even cursory examination of achieve-
ment test results that the September entering class of any given grade 
will differ markedly in grade placement or achievement scores. Attempts 
to homogenize these entering groups by ability placement have concerned 
. 
educators for some time. Commenting on the data obtained by Mary A. 
Ward on ability grouping at the San Francisco State Teachers College 
demonstration school, Carleton Washburne observed that "there are no 
clea~-cut ability groups. The children are distributed evenly in each 
4 subje~t and dp not bunch appreciably at any one place." Citing sta-
tistics by Elizabeth T. Sullivan of the Los Angeles schoois, Washburne 
further observed that '!the difference between the central tendencies of 
even the highest and lowest groups is always much less than the range 
5 
of abilities within any one group." 
That grouping, in practice, is essential is recognized by most 
educators; hpwever, ac~ommodation of classroom practice to the levels 
3H. Gerthon Morgan, "An Apprpach to Meeting Individual Needs," 
Edueation, LXXVII., 2 (September, 1956), 127. 
4carleton Washburne, comment on Mary A. Ward, et al., "Data 
Ability-Grouping from the San Francisco State Teachers College," 
Adapting th~ Schools to Individual ~ifferences) op. cit., p. 158. 
on 
5carleton Washburne, "Data on Ability-Grouping from Winnetka," 
ibid.' p. 151. 
13 
within ~he gro~p remains a problem. Giving the Los Angeles schools as 
an example, A. H. &ut~erland di~closed: 
. • . Thus the gro~p work, not properly concerted, h~rts 
all, for the unequal amounts of the several abilities with-
in the individval can be adequately employed only by suiting 
the task to the level of ability actually attained.6 
If we recognize that differences among individuals exist, the 
process of education becomes complex. It is disturbing to note how 
much more involved the task becomes when we examine the differences 
within the individual. Helen H. Heyl, as a result of her studies, 
concluded: 
If we look at the research in the area of trait differ-
~nc;es_,, we see that ,trait variability within an individual 
child is about 80% as great as are the individual differ-
en~es among ~he pupits in t4at child's age group~7 
"It is apparent that th~ v~riability in levels qf ability pre-
c;ludes any homogenf?ous· grouping which will effectively ind;lyidualize 
instruction merely by virtue of the grouping. 
. "The Win1;1etka survey indicated c~early that children do not fall 
8 
into ability groups, except in th~ most general sort of way." 
The_research clearly indicates that levels.of,ability exfst with-
in any gr¥de group, homogeneously called, or ·ptherw:i,seL Likewise~ the 
6svtherland, op. cit., p. 151. 
7 Helen H. Heyl, "Grouping Children for Instruction, n National 
-Elementary Principal, XXXVIII, 4 (December~ 1958), 7. 
8Washburne, "Data on Ability-Grouping from·Winn~~ka," Adapting 
the Schools to Individual Differences, op. cit., p. 151. 
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trait variability within the individual complicat.es the t.eaching process. 
The demonstrated.need f0r adapt.;ttion of classroom practice to levels o,£ 
ability is indicated. 
Adjustment of Classroom Procedur.es 
to Dtfferent Rates pf Progress 
The term "rate of progress" has received immense discussion, cul-
minating in the various "track" plans of the 1920's. It is probably 
true to state that the widely accepted use of the term, if not its 
actual adaptation to classroom practice, was due to its prominence in 
the plans.at.Pueblo, San Francisco, Winp.etka, and. Dalton .. Each of 
these plans, to varying degrees, emphasized the.necessity for adapta-
tion to various le~rning rates. 
Tr~cing the history of, individual instr.ucti0n from 1888 to 1940 
led Dean to obserye: 
Preston W. Search was the father of t~e.modern individual 
instruction movement. His individual instruction work at 
Pueblo,.Los Angeles, and Holyoke wer~ ~he first attempt$ in 
public school systems to break away from the class system by 
allowing pupils to progress indivi9ually thr.ough their studi~s, 
and to be promoted according to their individual achievements.9 
That this initial attempt did not receive widespread approval 
was due in part to its extreme, radical view for that era. Though sue-
cessful in the Pueblo situation, which emphasized the need for vigorous 
9Ray Bartlett Dean, "Indiv-idual Instruction in the ~lement.;try 
and Secondary Schools of the United Sj:ates, 1888-1940" (unpublished 
Doctoral dissertation, Leland Stanford Junior U~iver$ity, Palo Alto, 
California, 1943), p. 34. 
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community leadership) i~ fell far short of expectation in Los Angeles, 
due no dou~t to the pressures ,of po~itical intrigue. Recognizing the 
apparent ~uccess of freston Search, Dean concluded: 
The Pueblo Plan of individual instruction was largely a 
tutoring plan) with eaqh teacher making individual assign-
ments and helping each pupil individually ••. the plan was 
simply for each teacher to assist each of h~r pupils to 
progress through his studies as thoroughly, as rapidly, as 
'healthfully and as happily as possible,lO 
From Search's initial successes, but unfortunate later failures, 
. 
the techniques for administering progress plans were adopted by Fred-
» 
erick Burk. Using the demonstration school at the San Francisco Normal 
School and educational materials published by the California State 
' . 
Printing Dffice, Burk succeeded in firmly establishing le~rning rate 
modifications. Concerning the initial uses of his plan, Burk reported: 
The result was electrifying. Even the poorest pupils 
practically maintained the former class rate_at least. 
The large ~jority went much faster, covering in one term, 
two, three, four and five times the amount of.work by the 
class rate.ll 
The knowledge of where each pupil was going, and the achievement 
. 
level of his present success, caused Burk to institute progress.charts 
to rec·ord pertinent achievement data. "Each teacher keeps a recqrd, or 
an individual progress cha+t, of the promotions of every child in each 
12 
subject." 
lOD . 39 ean, op. c1t., p. . 
11Frederick Burk, ''Breaking the Lock Step, 11 Journal of the 
National Edueation Association, XIII, 4 (April, 1924)) 123. · 
' ~ 1~a:r:y Ward, et al. , "Individual Sys.tem as Develqped in the San 
Francisco State Teachers College," Adapting the Schools to Individual 
Differences, op. cit., p. 61. 
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Though initially executed in the high school at Dalt~n, Massaehu-
setts, the teehniques for individual progress advaneed by Helen Park-
hurst were probably adaptations of Burk's ea~lier work at San Francisco. 
To these pregress techniques were added the activity procedures of the 
Montessori schools of Italy. The resultant Dal~on system received 
world-wide acclaim. 
Dewey, commenting on the work at Dalton, stated: 
The advantages of the system are fairly evident. Unusually 
able students need no longer be held back to fulfill bhe neces-
sities of a rigid schedule. Students of rather low ability 
will be able to go on without the Damoclean·threat of withheld 
credit and will be able also to reap full benefit of the in-
structors' ·inspiration and assistance .... There need be no 
turning back, except for proper reviews, and the self-conscious 
dull ~tudent is not forced periodically to regard himself as am 
intellectual failure.l3 
Though carried on extensively in Europe, especially in England, 
the-Dalton Plan did not catch the imagination of American educators as 
did the.zealeus efforts of Carleton Washburne at•Winnetka. It remained 
for Washburne to demonstrate the effectiveness of individual progress 
plans in the elementary schools. No program before, nor any since, 
achieved the limited perfection of the plans developed in that Illinois 
community. 
Appreciating the educational implications of the testing tech-
niques developed during and after World War I, Washburne disclosed that 
"from these data it is evident that unless deliberately held together, 
D • 
Evelyn Dewey, Dalton Laboratory Plan (New York: E. P. Dutton 
and Company, 1922), p. 79. 
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children o,f the same intelligence quotient- range scatter widely in 
14 
their scho·ol progress." 
Accepting the conclusions which his data revealed led Washburne 
to modify the time allotment of the various subjects. He reported: 
11Under the Winnetka technique of individual education, instead of qual-
ity varying, time varies~ a child may take as much time as he needs to 
15 
master a unit of work, but master it he must." He concluded that 
"individual progress with enough practice on each step•to assure mas-
tery, is probably the most efficient way to handle the common essen-
16 
tials. 11 
It appeared to Washburne that the remedy for current school mass· 
instruction practice wasoin substituting piece-work for time-work in 
education. Basically it allowed each child to master eac~ unit of work, 
then ~liowing the child to go on to the next assignment without being · 
held back by the slower or forced back by the brighter. 
In light of these changes, the promotional policy of the Win-
netka schools changed also. "No one is ever 'failed' or 'repeated.' 
The pupil's success is assured in all subjects but 'his rate is commen-
17 
surate with his own efforts and aptitudes." 
14washburne, "Data on Ability-Grouping from Winnetka," ,Adapting 
the Schools to Individual Differences, op. cit., p. 151. 
15
washburne, "Burk's Individual System as Developed at Winnetka," 
ibid., p. 79. 
1Gwashburne, "A Program of Individualization," ibid., p. 270. 
17 s .. R. Logan, "The· Winnetka Sch~ols," Journal of the National 
,Education,Association, XVIII, 6 (June, 1929), 175. 
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The deg~ee to which the pupils in Winnetka actually did vary 
was extremely great~ thus indicating that what was believed in theory 
was actually a fact in practice. "It was this phase of the plan, the 
varying rates of Erogress through subject matter, which attracted more 
18 
attention than any other." 
Washburne's success led to modifications of his plan in Detroit 
and Los ~ngeles. Though communities of Winnetka's size tried the plan, 
th~y did littl~ to advance Washburne's work. The Detroit and Los An-
geles plans of the early 1920's.were attempts to adapt "progress plans" 
to me~ropolitan systems. 
Confranted by seemingly unsolvable educational problems, the 
Detroit public sqhools instituted various gr~uping procedures, initially 
being con~er~ed with. intelligence grouping. Courtis reported: 
Intellige~c~ is thus a factor determining progress but 
by no means the only factor, so that grouping' on an intel-
ligence basis is only a partial solution of the problem of 
individual differences. A complete solution is furnished 
by }ndividualization of instruction where any child, whether 
his intelligence is A, B, C, D or E, may go as fast or as 
slo'11Y as his conditio!}- at the time demands .. 19 
NotwiFh~tanding the conclusions to be understood from in4ividual 
progress rates, the Detroit system leaned on homogeneous grouping. It 
was further reported, however, that "the sig,nificant detail is the range 
within each group. Neither the exceptional children nor any of the 
18~ogan, op. cit., p. 174. 
19stuart A. Courtis, 11Data on Ability,..Grouping from Detroit, il 
Adapting the Schools to Individual Differences~ op. cit., pp. 143-144. 
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others form ·a • homogeneous group which l-earn a:t the same rate. 11 
19 
The r.esults of· the Detroit experiment proved beyond rea·sonabl'e 
doubt that·whether individuali:zed instruction was afforded or not,'the 
children of like mental age had a wide range of achievement scores and, 
more significantly, a wider range of learning rate in any specific 
field. 
In the Detroit track plan, provisidn wa·s made to allow for vary-
in~ raEes of progress. In explaining the i~plications of the testing 
procedures, Courtis summarized: 
The wide variety of children in Detroit and the care with 
which ~experiments have been conducted and tabulated make the 
results highly significant. . •. ·even within groups selected 
by group mental tests as of equal mental capacity, there is 
a wide range of individual rates of pr0gress as soon as oppor-
tunity for them is provided.21 
In similar studies conducted at Los Angeles during this same 
. . 
period, Sutherland reported that "pupils differ in the amount of time 
required of the teacher •• · .. ·Each pupil will grow at his own rate, 
22 
relative to his development and effort, if permitted to do so." 
Recognizing the psychological premise that children do learn at 
different rates led Sutherland to conclude: "The present method of 
handling a mixed group in the same course of study and with the same 
IDethod of recitation and presentation retards the bright and accelerates 
20 
. . 143 Court~s, op. c~t., p. . 
. ' 21stuart A: Courtis, "Nature of the Investigations at Detroit 
and Some Conclusions, 11 Adapting the ·Schools to Individual Differences, 
op. cit., p. 131. 
22sutherland, op. cit., p. 22. 
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the dull, and the damage thus done to their minds, intere$ts, habits 
and attitudes is as yet innneasurable. 1123 
The entire move toward ability grouping resulted from the opti-
mistic premise that bringing together pupil$ of ~imil~r mental abilities 
24 
would result in constant rates of progress. Turney reported that the 
aim of ability grouping was to bring together pupils who would be able 
to work together and to progress together under conditions permitting 
the fullest possible ~eyelopment of the individuals inyolyed. It was 
apparent at the outset, however, that such plans (ability grouping) did 
not solve the difficulties arising from the zeal of children to progress 
through school subjects at their ·own rate. 
There were those who insisted that such progress plans were un-
natural and caused competitive attitudes harmful to proper child devel-
opment. To this Vernon replied: 
Acceleration does not involve hurrying or strain but 
represents the natural pace for the more able. Wherever 
it has been tried, it has been $Uccessful and there is no 
need for it to lead to any social or emotional maladjust-
ment.25 
To summarize the literature relating to varying the progress 
rate to suit individual needs, Horn reported: 
23sutherland, op. cit., p. 24L. 
24:A.. H. Turney, "The Status of Ability-Grouping," Educational 
Administration and Superv~sion, XVII (1931), 22. 
25Philip E. Vernon, "Education and the Psychology of Individual 
Differences," Harvard Educational Review, XXVIII, 2 (1958), 91: 
Investigations have clearly established. the fact tha~ chil-
dren in a typical class in a public school vary considerably 
inmental age, in physiological development and in scores made 
on tests of special school abilities. Such data show that· 
some adjustments to individual differences must he made. But 
even more convincing than these differences in .status, signif-
ieant as they are, are diff~rences in rates ·of progress. For 
if pupils learned at equal rates, or if rates of progress 
correlated ~ighly with status at the beginning of tha learning 
period, the problem of individual differences could be solved 
by classification.26 
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But they do not; therefore, adjustment of classroom procedures to dif-
ferent rates of progress is necessary if individualization of i~~true-
t~on is to.occur. 
Provision for Attention to Specific Points of Weakness 
in Elementary Subjects 
A program of grouping and classroom arrangement which allows 
teachers to give help at specific points of weakness is probably the 
core of any ind~vidual instruction plan; it is attention to those in-
dividual needs which affords specific.direction of effort on the part 
of the teacher. 
The differences exhibited in children's needs in any given class 
are apparent even from casual observation. Sutherland observed: 
Pupils differ in school by reason of the development of 
their general and specific abilities to various points along' 
a learning curve. Therefore, different amounts of time are 
required by the various pupils for the mastery of topics; 
different amount~ of drill are needed for the development of 
26Ernest Horn, "Data on Ability-Grouping ;from Iowa _ ," Adapting 
the Schools to Individual Differences, op. cit., p. 159. 
abilities; different methods are needed by different pupils; 
and th~ pupils vary in their response to environmental con-
ditions.27 
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From our previous discussion we concluded that diffe~ent rates 
of pregress c0mplicated the classroom procedure. Even if this variable 
could be made constant, the program of individualization would not be 
solved, for as Horn c0mm.ented: "Even among pupils who ,are progressing 
at approximately equal rates, there are wide differences in the nature 
28 
of the difficulties with which these pupils are confronted. n 
' 
It appears, then, that differences in pupil needs are not a 
problem solved by holding learning rate constant. Further, it seems 
essential that the teacher be able to recognize these needs by some 
process of diagnostic testing. Stoddard, commenting on the program in 
Bronxville, New York, disclosed: "In addition to the standard tests, 
there must be diagnostic tests in every subject, made to fit particular 
assignments or steps in that 'Subject.,1129 
The difficulties which these tests uncover,. or the ever.yday 
p~oblems whieh arise in handling daily lessons, form the basis· for in-
struction or drill, Sutherlan4 stated: 
Drill therefore is most effective when specific to the dif-
-ferent needs of the pupils. • • . Much time is wasted by set-
ting ~rill as a stint for all to perform regardless of the amount 
of the ability which has already been.developed.30 
27sutherland, op. cit., p. 16. 
28Horn, op. cit., p. 162. 
29A. J. Stoddard, 11Testbooks and Tests with the Individual Method," 
Adapting the Schools to Individual Differences, op. cit., p. 235. 
30sutherland, op. cit., p. 13. 
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This drill assignment by need equates available class time with 
maximum benefit. Mackinder stated that "many studies prove that indi-
vidualization of training operates to increase markedly the percentage 
of children benefiting by drill. 1131 
The time allotment which drill consumes is also a matter of con-
cern for the classroom teacher. Courtis explained: 
Individualization of instruction saves time for the able 
by limiting drill to just the amount necessary to achieve 
standards, and for the handicapped by enabling them t0 master 
thoroughly each item before passing on to the next.32 
In the Winnetka experiment Washburne emphasized practice and 
mastery of skills through different amounts of drill assigned: "In 
mastering a skill, certain techniques need practice and the amount of 
practice varies with indiyiduals. 1133 
The concern of the teacher in meeting individual needs should 
not cause her to overestimate the time it requires to give adequate 
classroom service, for "the teacher under this plan (Winnetka) spends 
h h 1 . h' 1' . . . 1134 er w o e t~me teac ~ng, not ~sten~ng to rec~tat~ons. 
It should be stressed that in meeting these needs relative to 
special weaknesses of individual pupils, the teacher actually saves 
31Jessie Mackinder, "Data from London," Adapting the Schools to. 
Individual Differences, op. cit., p. 193. 
32
courtis, "Nature of the Investigations at Detroit," Adapting 
the Schools to Individual Differences, op. cit., p. 137. 
33carleton Washburne, "The Case for Subjects in the Curriculum," 
Journal of the National Education Association, XXVI, 1 (January, 1937), 5. 
34washburne, "Burk's Individual System as Developed at Winnetka," 
Adapting the Schools to Individual Differences, op. cit., p. 80. 
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time and can direct her efforts at the point of error. Drill thus be-
comes a personal matter with intelligent direction. ''Individual in-
struction involves supervised study .•. 
35 dren rather than a heare,r of lessons." 
She is a teacher ef chil-
This type of teaching, of course, implies allegiance to a high 
degree of flexibility within the clas·sroom. In effect, it proposes to 
eliminate grouping as a permanent alignment and te substitute a freedom 
of movement for specific purposes. 
The primary reason for grouping children within a class is 
to 'insure that each child be placed where he can work with a 
few other children who need to learn the same skills he needs 
to learn at a particular time 0r to practice special skills 
or to carry on other types of learning activities. To be ef-
fective, these small groups must be~ flexible and composed of 
different children at different times for different purposes.36 
In speaking of subgrouping plans within the heterogeneous class-
room, Wrightstone decided that "This plan 1subgroupin.s.7 provides flex-
ibility and ease in working changes according to the purposes of the 
. 37 
teacher and pup~ls . " 
In preparing new assignments or in adapting new subject matter 
for classroom presentation, the teacher must continue to be awar.e of 
these individual needs, for as Parkhurst observed: 
35Guy M. Whipple, editorial comment on "Supervising the Work of 
Individual Children," Adapting the Schools to Individual Differences, 
op. cit., p. 248. 
36Heyl, op. cit., p. 7. 
37 J. Wayne Wrightstone, "What Research Says about Class Organi-
zation for .Inst,ruct:i0n," National Education Associatien Journal, XLVI, 
4 (April, 1957), p. 254. 
Presentations of·new ma'l;:erial are scheduled on a "Presenta-
tion Bulletin Board" and are at the call of the teachers, who 
schedule special calls or classes in accordance with the prog-
ress and needs of individuals or groups.38 
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In speaking of activities developed for social studies, Long and 
Halter explained that "The needs of pupils are also taken into account 
in the types of activities assigned. The teacher confers with individ-
39 
uals and groups, teaching individuals according to their needs." 
Referring to the Dalton Plan~ Parkhurst reasoned: 
7o institute the Dalton Plan it is not necessary to banish 
our system of school grades, there is every opportunity for 
spontaneous w0rk; there is opportunity for drill at the very 
moment when it is necessary, either from the teacher's point 
of view or that of the pupil. 40 
Examination of the rema~ks of those educators who have had ex-
perience with programs of individual instruction leaves no doubt that 
if learning is to become truly individualized, the specific needs of 
the pupil must be the prime consideration in assigning new material, 
in requiring drill, and in subgrouping children within the class. 
38Helen Parkhurst, "The Dalton Laboratory Plan," Adapting the 
Schoels to Individual Differences, op .•. cit., p .. 92. 
39Forrest E. Long and Helen Halter, "Individualization in the 
Social Studies, 11 Social Education III, 6 (September, 1939), 406. 
4°Parkhurst, op. cit., p. 86. 
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elassroom P.rovision for Self-direction 
and Initiative Exhibited by Pupils 
The intro4uction to this thesis advanced the sociological neces-
sity for initiative as an exhibited characteristic of individual be-
havior. John Dewey, whose democratic philosophy toward classroom prac-
tiee revolutionized educational thought at the turn of the century, 
stated: "There is nothing that society itself needs more than self-
reliant personalities with habits of initiative, readaptability and 
. h d . . 1141 ~n erent ec~s~veness. 
This n~ed for initiative and personal ag~ressiveness in civic 
affairs must be reflected in programs for individualized instruction, 
especially as this instruction relates to pupil enterprise. 
~hat this need requires attention by school personnel is·re-
fleeted by 'Wilkinson. He stated that "the function of the school is 
to plan a program for pupils in sueh a way that they themselves are 
better able to meet their own needs. 1142 
The fact that educational practice beeame concerned with these 
attributes of pupil industry was probably due to the immense knowledge 
of child psychology which, when adapted to Herbartian methodology, gave 
41 John Dewey, "Comments and C.riticisms by Some Educational Leaders 
in Our Universities," The Activity Movement, Thirty-third Yearbook of 
the National Society for the Study of Education, Part II (Bloomington, 
Illinois: Public School Publishing Company, 1934), p. 85. 
42D. H. Wilkinson, "Individuality, A Basic Concept in Educa-
tional Theory and Practice," Peabody Journal of Education, XXXI (July, 
1953), 363. 
rise to the activity movement. 
We became more attentive to creative work, self-activity 
and social participation when, with the rise of a scientific 
movement in education, stimulated by Herbartianism, we be-
came more critical of educational theories and procedures.43 
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Recent emphasis, of course, has been on the development of talent 
in academically superior children. This intensification of effort on 
the part of school administrators is best exemplified in programs for 
the gifted which, by and large, dot each metropolitan area. It is cer-
tainly true that we have not utilized the initiative which bright young-
sters display to the degree of academic achievement commensurate with 
their abilities. Wrights tone stated that "Children with high ability 
can engage in indepe~dent activitie$ and respond well to long-range 
assignments that require a high degree of mental organization. ••44 
It is undeniably true that, especially in the skills subjects, 
there has been a serious retardation of academic initiative by standard-
ization of our assignments in both quality and quantity. '1In our ex-
perience the bright pupils and a few of average ability acquire the 
45 
skills of reading, writing and arithmetic with a minimum of help." 
The mental characteristics of bright youngsters are such that 
the traditional methods which, by and large, exemplify American class-
rooms, seriously retard their growth and culminate ineyitably in list-
43Thomas Woody, ''Historical Sketch of Activism," The Activity 
Movement, op·. cit., p. 15. 
44wrightstone, op. cit., p. 254. 
45Albert L. Hartman, "Comments and Criticisms by Some Educa-
tional Leaders in the Field," The Activity Movement, op. cit., p. 110. 
lessness and other behavior problems, Baker observed: 
Bright pupils prefer long term units of work with greater 
returns, rather than short specific units with lower returns. 
Day to day assignments with study and recitation techniques 
do not gain their ·enthusiastic approval.46 
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Baker·' s further observations concerning the charact'eristics of 
ac~demically s~perior youngsters add increasing assurance that uniform 
instruction has no place in their education. 
7here is a possibility that they would work more nearly up 
to their mental capacity if a suitable differentiation were 
provided. Their characteristic methods of learning are dif-
ferent from those of average and slow children. • . • Such 
characte~istics include a versatility of mental processes, 
much initiative and independence and adeptness in long term 
projects involving greater stress upon abstract learning.47 
It'seems clear that providing for individual initiative, espe-
cially in cases of superior academic talent, affords a more natural 
and rewarding learning ertvironment within the grades. The abridgment 
bf this industry led Vernon·to conclude that -t'inadequate educational 
stimulation may·mean not only that they learn less 'than they should, 
but that they also become less able to acquire further thinking skill~."48 
As early as 1827 Bronson Alcott, realizing the. activity poten-
tial in kindergarten classes, remarked: "I found that what'ever chil-
dren do themselves is theirs; and besides the advancement of intellec~ual 
46Harry J. Baker, "The PsycholQgy of Ability Groups and Impli-
cations for Instructional Differentiation," Ability Grouping, Thirty-
fifth Yearbook of the National Society for the Study of Education, 
Part I (Bloomington, Illinois: Public School Publishing Company, 1936), 
p. 138. 
47Ibid.1 p. 135. 
48vernon, op. cit., p. 92. 
49 progress, this gives an increase of intellectual power. 
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Similarly, the activity programs carried on in New York during 
the late 1930rs revealed that "The more modern methods are yielding 
priceless values in increased interest in learning, in initiative, in 
self-direc.tion and in social understandings and responsibilities. "~O 
In commenting on the work of Frederick Burk at San Francisco, 
Ward revealed: 
The interest and enthusiasm manifested by the pupils 
working under this system exceeded the expectations of the 
faculty. Problems of discipline and inertia in regard to 
progress in school work rapidly disappeared.Sl 
The polarization of classroom responsibility from teacher to 
pupil led Kilpatrick to state: 
It is obvious that the Dalton Plan gives wider scope 
fO'r pupil responsibility and we may be reasonably sure that 
here, as always, practice with success and satisfaction will 
bring its reward.52 
This Dalton Plan, combining features of Burk's individual prog-
ress plan with Parkhurst's contributions of activity planning, utilized 
some grouping procedures~ but inevitably resorted to plans based on 
individual effort and enthusiasm. 
49sanborn and Harris, Memoirs of Bronson Alcott (Boston: Rob.ert 
Brothers, 1893), Vol. I, p. 73. 
50Progressive"Education Association~ New Methods veraus Old in 
American Education (New York: Bureau of Publications, Teachers College, 
Columbia University, 1941), p. 30. 
Slward, et al., op. cit., p. 60. 
5Zwilliam H. Kilpatrick, "An Effort at Appraisal, 11 Adapting the 
Schools to Individual Differences, op. cit., p. 275. 
The plan c9mbines class ·work, spontaneeus group work and 
individual work, but above all, it is designed to give pupils 
a tra~ning in handling a job, to teach a pupil to manage time 
and to plan his work; and at each step of the way take him-
pelf and his needs into account in order to assure individual 
development at each point.53 
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Washburne's Winnetka program placed great emphasis on individua1 
effort and industry as the pupils' capacity for application manifested 
itself in uninterrupted skills progress.· In the Detroit and Los Angeles 
experiments~ likewise, the classroom practice evolved to the position 
where "The will to le~rn,~ the will to exercise ingenuity and initiative, 
the will tp measure up, ~11 inevitably led to breaking away from a set 
54 program. 11 
It was obvious that the freedom to grow was repressed in group 
acquiescence where the teacher held stage cent~r, dictated the methods, 
and determi~ed all the solutions. 
The number of•pupils who could be handled by a teacher utiliz-
ing such pupil initiative practices was demonstrated in the Detroit 
program: 
Experience shows that where children really take charge 
of their own development, 9ne competent teacher can minister 
adequately to the needs of fifty children; yet completely 
individualize her instruction.55 
53Parkhurst, op. cit., pp. 92-93. 
54sutherland, op. cit., p. 29. 
55courtis, "The Development of Individualized Instruction at 
Detroit,'' Adapting the Schools.to Individual Differences, op. cit., 
p. 108. 
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The Detroit po.sitionwas in contrast to the traditional concep-
tion of "doing something to the child~" The purpose of the Detroit en-
deavor was to assist the child to do something to himself. Individual-
ization of classroom methods involves a change of view, a shift of em-
phasis from the teacher to the pupil. 
It was in the activity schools, however, that pupil initiative 
prospered, even to the extent of obviating curricula and textbooks. 
The extreme views, which resulted in removal of all disciplinary re-
straint, probably harmed the obvious good inherent in the program. The ·~ 
practical value of the activity program was its stimulation of many 
kinds of activities and of posing challenging situations to meet the 
interests of the individual. Heuristics, the methodology of the activ-
ity program, embodies excellent psychological premises. 
Empirical heuristics is the method of stimulating the 
pupil toward percept and concept, toward ideation; logical 
heuristics stimulates him to think and reason for himself 
and to form independent judgments. Technical heuristics 
stimulates him toward self-expression. But, in every case, 
the pupil is stimulated in the direction of self-help, which 
implies that the didactic processes of the teacher are of far 
less import.ance than the learning processes of the pupit.56 
The contributions of the activity program are of inestimable 
value if afforded an opportunity for expression in a program of indi-
vidualized instruction. One must always be aware, however, of the ex-
tremes to which pupil planning and direction could lead. A word of 
caution for sensible planning was issued by Wrightstone: 
56Gustav G. Schoenchen, The Activity School (New York: Long-
mans, Green and Company, 1940), p. 113. 
Effective class organization is characte.rized by flexibility_, 
independence and control. Flexibility permits change as con-
ditions in the classroom and purposes of instruction demand. 
Independence provides for individual initiative and action on 
the part of teacher and pupil. Control is essential for the 
smooth and orderly functioning of any plan of grouping.57 
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In retrospect, it seems apparent that each program of individual-
ized instruction embodied elements of pupil planning and effort; fur-
ther, the shift of learning passed from teacher responsibility to pupil 
obligation. The intense experimentation of ·the activity programs fur-
ther indicated this change was desirable and actually aided the learn-
ing situation. 
From all the data we must accept the fact that classroom provi-
sion for self-direction and initiative is of utmost importance if one 
attempts to individualize the teaching of elementary school subjects. 
Necessity for Enriching the School Subjects 
While Adding Significance to the Learning 
The research regarding enrichment of school subjects is volumi-
nous; that portion which pertains to enrichment in programs of individ-
ualized instruction is confined primarily to the Winnetka program. For 
the most part, enrichment activities in that program were conducted 
during the afternoon classes and those events took the form of dramati-
zation, model building, and self-expression periods. The day of audio-
visual emphasis had not yet arrived, 
57wrightstone, op. cit., p. 255. 
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Washburne proposed that: 
The part of the day devoted to socialized and self-expressive 
activities should be as free as possible from requirements and 
formal work. This should be the opportunity of the teacher and 
the children to follow out natural interests, to develqp self-
reliance, initiative and originality ... to cooperate in 
projects.58 
l'he attempt at enrichment was seen by Washburne to be "to pro-
vide some mea~s by which children will not finish at too early an age, 
but will rather use the time they have saved through individual work 
59 for a broader education." 
The enrichment activities which Washburne proposed needed time 
for development. This would constitute a serious problem if it were 
not for individualized skill work which saved time. "Individual in-
struction and progress in the common essentials, as carried out in Win-
netka, leayes an unusually large amount of time for socialized and 
lf · t · · t · of var4 ous k-fnds , 1160 se -express~ve ac LVL Les • • 
The direction which enrichment activities take and the kaleido-
scopic nature of the individual interests which are manifested in pro-
jects leave no doubt as ~o the contribution they could make toward en-
riching learning and making it significant. The preventing closure, 
in the past, has been lack of time. Programs of individual instruction 
58washburne, "A Program of Individualization, 11 Adapting the 
Schools to Individual Differences, op. cit., p. 263. 
59washburne, "Promotions and Individualizatiop.," ibid., p. 240. 
60Washburne, "Socialized and Self-expressive Activities at 
Winnetka, 11 ibid. ~ p. 182 . 
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afford time; it can be concluded, therefore, that enrichment activities 
can be included te good advantage in any program of personalized instruc-
tion. 
Mass Instruction--The Traditional Pattern 
Reference has previously been made to "lock-step" learning, 
standardization of practice, traditional methods, and uniform instruc-
tion; these are synonymous terms; their application to school popula-
tions results in the phrasing of another term--mass instruction. It 
would be advantageous at this point to examine procedures of mass in-
struction to determine if they are unsuited to the task of servicing 
individual needs, and if so, why? 
What have been the underlying causes of the evolvement of mass 
instruction? Why its prevalence on the American elementary school scene? 
Schoenchen explained: 
But the growth of large urban populations and the ever-
increasing size of our school organizations have militated 
against our meeting this need Lindividualizatiog7. Cla~ses 
tend to get larger., pupil period loads increase from year to 
year. The proponents of individualization of instruction are 
put to it to devise means whereby individualization can take 
place,61 
In light of the above urbanization, we have tended to systematize 
our methods to lend organization and continuity to the school programs. 
In so doing, however, we have substituted class methods for personal 
services. 
61 Schoenchen, op. cit., p. 287. 
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11
'ifo such an extent have we systematized and standardized that 
our unit is no longer the true one•-the individual,student--but the 
62 grade or the group." 
In our anxiety to afford all students equal opportunity for 
schooling, we have equivocated our practices to·a one-level procedure. 
While the amount of education which a child receives is 
determined partly by the income of the parents and partly 
by his abilities, the type of educatio~ he receives is, un-
fortunately, determined largely by tradition.63 
The resultant product of such practice, of course, must tend 
toward mediocrity; though the native abilities have wide range, we have 
chosen to expose opportunity for learning by standardizing'subject con-
tent. 
The product of the American school, like the products bf 
industry, had come to be graded and uniform. This uniformity 
was pr~duced not only by the standardization of content, but 
also by the selective process which was at work~±thin the 
system itself . . • the traditional emphasis in education has 
been on standardfzation and uniformity of both means and ends.64 
What are the· learning activities of these uniform grades? What 
mental processes form their didactic? 
~he recall and recognition of facts as an analytic process 
in learning have dominated practically all classrooms, whether 
in history, literature, science, mathematics or other aubjects. 
In theory, the elementary schools have affirmed other objectives 
6~ilson C. Morris J "The Individual and Our Educational System," 
School and Society, II (1915), 554. 
63Progressive Education Association, op. cit., p. 54. 
64committee on Attention to Individuals, "Sensitivity to Indi-
vidual Pupils, 11 Teachers College Record, LII (New York: Teachers Col-
lege, Columbia University, 1951), 239. 
of instruction; in practice, they have entrenched the ob-
jective of analytic recall and recognition of facts.65 
The production of classroom materials has also fortified the 
status quo. · 
The course of study in the past has been uniform, thanks 
to the manufacturers of textbooks. • . • The administration 
of the course of study has been uniform also in the sense 
that every pupil was expected to master the same portion of 
it, to approximately the same degree of perfection~ and in 
the same time.66 
36 
. 67 68 . W~ngo and Chase~ comment~ng on practices in the intermediate 
-grades, asserted that children under the existing patterns of instruc-
tion must become adjusted to mass teaching whose activities, by and 
large, consist of sitting and reading and listening. 
Concerning the development of character and socializing activi-
ties aimed at proper Givic behaviqr, Sutherland observed: 
Schools heretofore have to a large ext.ent ignored these 
differences L~bilitz/ in an attempt to get simple uniform 
organization, courses of study and textbooks. The schools 
have therefore failed to exert the influence that they should 
toward developing go.od citizenship. 69 
65J. Wayne Wrightstone, Appraisal of Newer Elementary School 
Practices (New York: Bureau of Publications, Teachers College, 
Columbia U~iversity, 1938), p. 138. 
66sutherland, .op. cit., pp. 18-19. 
67G. Max Wingo, "Implications for Improving Instruction in the 
Upper Elementary Grades," Learning and Instruction, Forty-ninth Year-
book of the National Society for the Study of Education, Part I 
(Chicago: University of Chicago Press, 1950), p. 285. 
68w. Linwood Chase, "Individual Differences in ClassroomLearn-
ing, 11 Social Studies in the Elementary School, Fifty-sixth Yearbook o.f 
the National Society for the Study of Edu~ation, part II (Chicago: 
University of Chicago Press, 1957), p •. 164. 
69
sutherland, op. cit., p. 29. 
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70 d '1 In light of these existing conditions, both Boyer an K~ -
patrick71 condemned 11 lock-step11 learning and emphatically stated that 
mass instruction was the least effective method of classroom procedure. 
Observing the widespread use of statistical data in grouping 
children for instruction and the relianee on administrative procedures 
to increase learning efficiency led Keliher to assert: 
In the past, measurement has had largely administrative 
and survey purposes. • . . The individual ~ith hi~ unique 
needs was lost in the mass statistics. • Mass measures 
and mass purposes must give way to means of studying indi-
vidual gr0wth and individual needs.72 
The extent to which these individual needs affect mass instruc-
tion methods was examined by Sutherland: 
The extent 0f the individual differences among children 
is just beginning to be realized. • . • In our schools they 
make any form of mass instruction inadequate to meet the 
varying needs and abilities of the children.73 
A note fQr a more realistie look at our present public school 
systems was issued by Robert H. Lane 0f the Los Angeles schools: 
The present factory system of education in the United 
States w.hich places great stress on standardization of pro-
cedure and uniformity ~f product, should be replaced by a 
more human and lifelike· type of school organizatioa.74 
70Philip A. Boyer, "Educational Adjustments to Individual Differ-
ences, 11 Review of Educational Research, IX, 2 (April, 1939), 177. 
·
71Kilpatrick, op. cit., p. 277. 
, 
72Alice V. Keliher, 11The Orientation of Measurement in the Ac-
tivity Program, 11 'The Activity Movement, op. cit., p. 157. 
73sutherland, op. cit., p. 29. 
74Robert H. Lane, 11Comment·s and Criticisms by Some Educational 
Leaders in the Field,'' The Activity Movement, op. cit., p. 120. 
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tt is obvious we have concluded an erroneoup and damaging thesis 
in our attempts to serve all the children. A closer look at our methods, 
practices, philosophy, and objectives reveals a sameness of quality in-
clueing ennui. 
"To assume P.hat one center of interest, one project, is going 
to result in learning processes that fit equally children of widely 
. ,J5 disparate stages of maturity is to ~gnore the facts. 
And what are the facts derived irom comparison of mass instruc-
tion with programs of individual instruction or modifications of sub-
grouping procedures? Initial reactions of those administrators with 
experience ranged from guarded optimism to unbridled entqusiasm. Whipple 
emphasized from an editorial point of view: 
It is important to knowwhether individual instruction 
results in poorer work on the part of the child than does 
regular class instruction. Several studies in this connec-
tion have been carefully made and all indicate that indi-
vidual instruction gives results at least as good as, and 
usually much better than, class instruction.76 
Washburne, in the same publication, commented on the London, 
England and Detroit experiments: "The data here summarized definitely 
confirm those of Miss Mackinder LLondo~7 and Mr. Courtis Lnetroi!7 in 
showing that individual instruction tends to increase efficiency in the 
75
carle-ton Washburne, "The Case for Subjects in the Curriculum," 
Journal of the National Education Association~ XXVI, 1 (January, 1937), 
5. 
76Guy M. Whipple, editorial comment, "Data from London," Adapt-
ing the Schools to Individual Differences, op. cit., p. 187. 
77 
tool subjects." The outstanding result of the data from Lond0n, as 
reported b~ Mackinder, 78 was that individual work produced children 
who were more able to continue their own education with a happier atti-
tude toward life's difficulties. 
The Thomastown~ Connecticut experiment, conducted by Brown, re-
vealed the following: 
C.omparison o.f a· selected group of pupils und,e,r the indi-
vidualized plan with the same number under class instruction, 
all with pract~c~lly equal chronological ages and approxi-
mately the same I.Q., shows that pupils under individual 
methods had an average achievement of two years one month 
over those under class organization.79 
The Winnetka results were more detailed and afforded observa-
tions of a follow-up nature, since the comparisons were made on the 
secondary le.vel. 
One of the main parts of the survey of the results of 
the Winnetka techniques of individual instruction was a 
detailed comparison of ~he scores of Winnetka children on 
various standardized tests with those of the children in 
several comparable schools which used the class method. 
It is obvious . • . that in every subject and in almost 
every mental age group, the Winnetka children Aid better 
work on these tests than the average of the class-taught 
children of the other schools.80 
77car1eton Washburne, ''Data from Winnetka," Adapting the Sch0ols 
I 
to Individual Differences, op. cit., p. 200. 
78Jessie B. Mackinder, "Size of Classes,"~., p. 245., 
79R. N. Brown, "Individualization in One-teacher Schools in 
Connecticut," _!lli., p. 129. 
80washburne, "Data from .winnetka,." ibid., p. 198 •. 
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To conclude the data, Whipple asserted that the cited experi-
ments were reflections of the failure of the conventional class "lock-
step" method of schooling. He further stated the necessity for an 
awakening to the realization that we must fit the school to the child 
for whom the .schools, in fact, exist. 
It would seem that these experiments and conclusions would re-
sult in a general swing toward a psychology of instruction based on 
individual methods. Discouragingly, Sutherland;surmised: 
But public education is not keeping pace with the proved 
outcomes of research in this field Lof individual differences7. 
Mass methods are still in use, although they have been shown 
to be not only unintelligent, impossible of specific direc-
tion, but actually brutalizing in their effect upon both 
pupil.and teacher.82 
Mass instruction has been defended on the ground.s that its equal-
ity of opportunity exemplified democratic procedures. Evelyn Dewey, in 
rebuttal, stated: 
Any democratic organization of society depends on the 
ability of every individual to participate. The conception 
grew up because of every man's sense of his own individual-
ity. It can succeed only to the extent that each man's and 
woman's individuality finds expression. Educationally, in-
dividualism and democracy are not opposed. They are the 
same thing.83 
81Guy M. Whipple, editorial summary, "Attempts to Adjust Schools 
to Individual Differences, 11 Adapting the Schools to Indiv:idual Differ-
ences, op. cit., p. 131. ' ' 
B2sutherland, op. cit., p. 1. 
83Ev:elyn Dewey, op. cit., p. 164. 
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Why, then, the continued adherence to the traditional method? 
From the· literature it can be concluded that the following four 
reasons are probably the' chief ones! 
1. Inertia of tradition 
2. Inadequate training of teachers 
3. Failure of materials 
4. Persistent and consistent attacks from censervatives. 
Judicious change is a slow, exacting process. To this date, 
uniform assignment and mass instructien doggedly persist. 
The Psychology of Learning 
The title of this section might seem presumptuous; it is ad-
mitted, of course, that the psychology of learning is a body of knowl-
edge of extensive proportions, yet it seems advisable to discuss the 
learning process especially in the light of motivation and self-activity. 
We are not here concerned with the laboratory psychology of stimulus-
response nor ·classification of the vast neural netwerk which controls 
the human organism; our concern here is the applied psychology of the 
classroom, the psychology of purpose, skill, assimilation, and achieve-
ment. 
Anderson and Gates have examined the general nature of learning 
with especial significance for instruction. Their salient observations 
follow: 
1. The objectives of education, hence of instruction, can 
and may very well be expressed in terms of individual 
behavior. 
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2". Essentially instruction functions to change individual 
behavior, i.e., to bring about learning. 
3. Instruction) if it is to be effective, must arouse the 
learner to some active form of response. 
4. Instruction must provide enly that content or those 
activities which a learner can reasonably expect to learn 
in terms of ~is mental, physical and social maturity and 
the time at hand.84 
The learning process must be examined on the basis of existing 
differences exhibited among children. 85 86 Morgan and Parker clearly 
indicate that each child is different from every other child and must 
be understood and accepted as an individual, not as a type; likewise, 
teachers must understand that needs are basically individual needs, ·not 
characteristic of all. This implies that in some subjects the slower 
children need continuing help, as the bright youngsters may learn four 
to eight times the amount leaTned by the slower. The learning process, 
simply understood in the analysis, cannot possibly be interpreted in 
any light save an individual one. 
These individual differences are basic to our understanding of 
school practice and ultimately to the role each child inevitably plays 
as a citizen. 
"Individual d!llfferences among children, while disturbing to a 
system of education which tries to ignore them, are potentially the 
84G. Lester Anderson and Arthur I. Gates, "The General Nature 
of Learning," Learning and Ins true t ion, op . cit. , p. 34. 
85M 't 123 organ, op. c~ ., p. • 
86samuel C. Parker, "Adapting Instruction to Differences in 
Capacity," Elementa:ry School Journal., XXV (1924), 20. 
87 
means by wh~ch human society may progress." 
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Our school curricula, likewise, must be viewed in relation to 
the individual learning activities of the child. 
My point is rather that the curriculum has not been built 
up with the highest possibilities of the child's mind and 
emotional life in the foreground. A psychology that has . 
attempted to be a least common denominator for all animal 
life may reduce education to something less than ita most 
sensitive spiritual significance.88 
Both Whipple89 and Moore90 asserted that each pupil must do his 
own learning and that learning takes place or fails to, in terms of in-
dividuals. While the instructional aapects may be mass or group pro-
cedure, the learning !s always an individual matter; this proposition 
brooks no exceptions. 
Commenting on the school procedures and programs now existing, 
91 92 Sutherland and Tubbs stated that the aim of education is the devel-
opment of that complex of abilities inherent in each child; any S¥Stem 
or procedure which ignores this difference of learning capacity fails 
87 Sutherland, op. cit., p. 30. 
88Goodwin Watson, "Comments and Criticisms by Some Educational 
Leaders in Our Universities, 1' The Activity Movement, op, cit., p. 103. 
89Gertrude Whipple, "The School as a Learning Laboratory," 
Learning and Instruction, op. cit., p. 338. 
90clyde B. Moore, "Social Studies Planning for Older Children," 
Social Education, XVII (1953), 11. 
91 0 Sutherland, op. cit., p. 9. 
92Eston V. Tubbs, "Ability Grouping Solves Problem of Individual 
Differences, 11 The Nat ion's Schools, XI (19;3~), 43. 
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to even begin the task of education intel!igently. To hypothesize 
that all children are equally educable invalidates any educational 
policy from the out~et. 
If seems certain that adequate learning result~ from self-
. . 93 94 
activity. Both W~lk~nson and Freeman agree that provi~ion must be 
made for a great variety of ways to participate in classroom activities. 
~his must be accomplished so that each child may find in each experi-
ence· success and nurture for personal growth. Unconditionally~ self-
activity or wholehearted participation in the process is a necessary 
condition for effective learning. 
Relative to the appropriateness of tasks in the learning proc-
ess, Watson of Columbia University maintained: 
An activity, to be appropriate to an individual, must 
fall within the fairly narrow range 0f tasks that are hard 
enough to test that individual's powers and easy enough to 
promise fairly-frequent success.95 
Concomitant with these activities are other favorable aspects, 
the outgrowths of which are wholesome attitudes. 
A further important feature of these attendant learnings 
·are the more wholesome attitudes that may very well result. 
If the children accept the tasks they face and feel they are 
93D. H. "Wilkinson, "·Individuality, A Basic Concept in Educa-
tional Theory and Practice, 11 Peabody Journal of Education, XXXI (July, 
1953), 364. 
94Frank N. Freeman, "Comments and Criticisms by Some Educa-
tional Leaders in Our Universities,N The Activity Movement, op. cit., 
p. 93. 
95watson, op. cit., p. 100. 
succeeding with them, many favorable attendant learnings are 
almo·st sure to come. 96 
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Comments from four programs of instruction give testimony rela-
tive to the nature of learning and the particular mental habits which 
each sought to develop. Speaking of two administrators, one American 
and one British, and their experience with the Dalton Plan, Dewey . 
offered: 
What both principals wanted was a school set up in such a 
manner as to enable their pupils to carry out this prescribed 
course of study more efficiently and with greater profit in 
the way of establishing mental.habits and developing person~! 
qualities. 97 
The development of the activity program in New York City in the 
late thirties and early forties brought forth this editorial comment: 
The development of an activity program was primarily an 
effort to shift the emphasis of teaching in the elementary 
sc~ool from su~ject matter to the child. It was.an attempt 
to make the child ~n active participant in the educational 
process.98 
Pursuant to ac~ivity programs in general, the Committee of Educa-
tional Problems of the New York Principals Asso9iation recommended: 
1. The development of self-control in children as opposed 
to control.imposed by authority of teacher or princ!pal. 
2. Cultivate think~ng through the use of research techniques 
in defining problems, seeking and weighing information and 
drawing conclusions.99 
96Kilpatrick, op. cit,, p. 276. 
97 . Evelyn Dewey, op. cit., p. 101. 
98J. Cayce Morrison, The Activity Program, A Curriculum Experi-
~ (Albany: New York State Education Department, 1941), p. 26. 
99rbid., p. i5. 
And finally, in referring to the Morrison Plan developed by 
Professor Henry C. Morrison, Daggett and Peterson stated: 
The ultimate goal~ of education are intellectual inde-
pendence and the capacity to think for oneself, the capacity 
to use ordinary intellectual capacity of society for pur-
poses of independent study.lOO 
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MOre particularly, education must consist in the development of 
certain efficiencies of operation; certain developed abilities; ''Educa-
tion, today, must .consist in learning to learn; finding out about knowl-
edge and what it is for, so it can be acquired and used when it is 
101 
needed." 
Drawing on the results of his study of' the historical develop-
ment of individualized programs of study, Dean contended: 
To develop each individual fully involves at least the 
following three phases of work in the school: 
1, Each child must be given a thorough master.y of those 
skills and knowledges which are commonly use4 
2. E~ch child must be given an opportunity to express 
his own individuality through creative work 
3. Each child must be made to realize that he is a p~rt 
of the social organism through participation in 
group work.l02 
In evaluating newer school prac.tices, Wrightston~ observed: 
Youth should be taught how to think c.learly; how to reason;. 
how to weigh evidence; how to be constructively critical.. Ac-
cording to modern educators this is a major task of education. 
Young people thus trained should be better able to meet new 
100
clay J. Daggett and Florence Peterson, "A Survey of Popular 
Plans for Instruction, 11 Educational Administration and Supervision, 
XVIII (1932), 499. 
101~velyn Dewey, op. cit., p. 160. 
102Dean, op. eit., p. 198. 
situations, because they have learned not what to think but 
how to think, not what to believe but how to earn a belief, 
not what the answer is but how to find an answer.l03 
We can thus determine that learning is individual, that the 
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psychology of learning is based on individual motives, capaci~ies, re-
sponses. Schoenchen continued: 
That true individual instruction consists, not in letting 
the child decide for himself what he wishes to learn, but in 
adapting the didactic process to the child's individual phys-
ical, mental and emot~onal characteristics.l04 
As occurred in many areas of research, the resultant knowledges 
found difficulty in getting general acceptance. Parker and Russell 
disclosed: 
Exploration of the facts and causes of individual differ-
ences has advanced fairly steadily in psychological research, 
but application of these facts to school and classroom prac-
tice has sometimes faltered. In this . • • we know better 
than we do.l05 
I~ this admittedly brief treatment the writ~r has ~r~ed .to dis-
.close, primarily, the individual nature of learning., In this attempt 
the limited research available from programs of instruction bear out 
the contention that a true·psychology of learning must be based on in-
dividual learning opportunities. The wider field of laboratory psychol-
ogy, of course, deals primarily with individual thoughts~ feelings, be-
havior; certainly these are to be interpreted as personal in nature. 
103J. Wayne Wrightstone, Appraisal .of Newer Elementary School 
Practiees (New York: Bureau of Publications, Teachers College, Columbia 
University, 1938), p. 125. 
104Schoenchen, op. cit., p. 286. 
105J. Cecil Parker and David Russell, "Ways of Providing for 
Individual Differences," Educational Leadership, XI, 3 (December, 1953), 
168. 
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Th~ psychology of learning~ properly understood, means that 
classroom, t;echniques and practices must he predicated on an individual 
basis, and that learning occurs most p.erfectly in those systems whose 
psychology is based on individual instruction. 
Educational Materials and Their Adaptability 
to Individualized Instruction 
We have alluded to educational materials in previous sections, 
since discussion of school practices necessarily involves consideration 
of me·thods and materials. This section is more pointed to the problem 
of examining those aids to the learning environment and, more especi-
ally, those which sought to individualize the instruction. 
By and large, uniform textbooks are. the diet of all pupils with-
in the same grade group. Only in reading have we made limited strides 
toward differentiating our materials. 
The majority of teachers feel lost without a uniform text-
book in the hands of every pupil. . • • The basic assumption 
underlying textbook procedure is that pupils can be classified 
intp homogeneous groups and taught uniform mate.rial by a stand-
ardized procedure.l06 
There is· an obvious need for differing materials which conceiv-
ably could be adapted to instruction on a more individualized basis. 
Gates revealed his concern for the quality of classroom publications: 
It is regettable that many of the activity proponents 
tend to condemn types, when individual cases only should 
106
walter W; Cook,, 11Grauping and Promotion in the Elementary 
School, 11 College of Education Series on Individualization of Instruc-
tion, No. 2 (Minneapolis: University of .Minnesota Pre·ss, 1941), p. 15. 
be attacked. The condemnation of textbooks in general is 
illustrative. While it is true that most textbooks are 
faulty and that they embody a philosophy of education in-
compatible with the -activists program, the possibility of 
developing new types of printed materials of a self-
manageable form, adaptable to awide range of individual 
differences ••• has not been fully explored.l07 
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only. 
The problem, of course, goes beyond the question of textbooks 
108 Sutherland disclosed t~e necessity for flexibility of prac-
tice materials and exercises which can be pupil-administered and cor-
rected. ·This, at present, seems to be the chief difficulty; the adapta-
tion and production of practice materials to suit specific needs. 
109 
Among the difficulties reported by English in the New York 
activity programs was the lack of ~terials and reference books of 
subject matter on the level of the child-'s reading ability. The prob-
lem of the right kind of textbook and test materials must be solved 
110 
· before there will be any widespread use of the method. Stoddard 
concurred in these observations. 
School officials have pondered the use of multitexts within the 
same grade group and have objected on the grounds that it would be too 
expensive·_. They have maintained that the cost per pupil, per day, per 
107 Arthur I. Gates, "Statements by Various Members of the Com .. 
mittee," The Activity Movement, op. cit., p. 190. 
108
sutherland, op. cit., p. 21. 
109Mildred English~ "The Evaluation of the Learning Product, 11 
The Activity Movement, op. cit., p. 155. 
llOA. J. Stoddard, "Textbooks and Tests with the Individual 
~ethod, 11 Adapting the Schools to Individual Difference$, op. cit., p. 231. 
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teacher would increase disproportionately tcr the achievement. Wash- · 
burne related: 
Where the school furnishes the textbooks, it costs no 
more to furnish as many different reading books as there 
are children in any given room, than it does to furnish 
the same n~ber of books' all alike.lll 
Concerning the achievement reached by the pupil using one text 
suited to his level against the possibilities' of retarding the student 
112 
until mastery of the text could be accomplished led Burk to aver 
that it costs just as much to send a pupil the same road twice as to 
send him the first time, probably much more • . • especially in terms 
of the persistence of the pupil and patience of the teacher. 
Individualizing the materials in all probability costs no more 
than standardizing it. Washburne emphasized: 
So fa+ we have had no evidence of any experiment in 
individualization increasing school costs • . . in the two 
places where costs have been carefully studied, no increase 
due to individual instruction has been found.ll3 
The adaptability of existing materials to successful classroom 
use has been demonstrated at Winnetka114 and Los Angeies. 115 In each 
11~ashburne, "A .Program of Individualization," Adapting the 
Schools to Individual Differences, op. cit., p. 267. 
112Burk, op. cit., p. 123. 
113washburne, "Does Individual Instruction 'Cost More than Class 
Instruction?" Adapting the Schools to Individual Differences, op. cit., 
p. 205. 
114 Washburne, "A Program of Individualization," op. cit., p. 267. 
115A. H. Sutherland, "Does Individual Work Save Time? 11 .Adapting; 
the Schools to Individual Differences, op. cit., p. 176. 
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of these cases practice test materials based on the unit-task were used. 
The utiliz~tion of answer sheets to be used by the pupils, especially 
in the skills areas, made the individualization of instruction adminis-
tratively feasible. All experiments indicated that this self-correcting 
technique is probably the most important addition to be made in adapt-
ing present textbook materials to use with the individual method. 
It is realized that the lack of needed mat·erials and the unsuit-
ability of existing supplies are serious shortcomings of our educationai 
organization. Such encumbrances should not and ne.ed not, however, stif1e· 
imaginative initiative on the part of the teachers. 
Thus while a vast amount of work must be done before the 
rig~t kind of textbook material$ and tests are available for 
use with the individual method, schools need not hesitate to 
adopt the method ~ecause of that fact.ll6 
The existing situation is not ideal; nonethelesE, important 
strides have been made, especially in the reading areas, relative to 
. 
diversity of grade materials. When a change in basic teacher attitude 
causes a change in teaching method'and revises the viewpoint on indi-
vidual teaching~ the demand for materials will be met by publishers. 
116 Stoddard, op. cit., p. 236. 
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Proposals for Grouping--Iniaial Grouping 
in a Program of Individualized Instruction 
Grouping for instruction is a problem which has justifiably 
concerned administrators, supervisors, and teachers. The primary aim 
of any grouping procedure is to secure social units or work groups who 
can pursue the subject matter of the grade and thus achieve the objec-
tives of the cufriculum. 
There are two important considerations one must keep in mind 
when discussing grouping; a clear distinction between them must be 
understood. These are: 
/ 
1. The administrative grouping of pupils 
2. The organization of the group by the teacher. 
The first of these consider.ations always takes place; from a 
caref~l, selective assignment to random designation; group~, homogeneously 
formed or otherwise, always result. Most of the literature on grouping 
concerns this phase. This is unfortunate because this type of grouping, 
per se, accomplishes nothing academically; it is simply an administrative 
procedure. 
The second viewpoint is the important point of focus: what the 
teacher does once she gets the group. It is this organizational sub-
grouping together with individual methods of instruction which affords 
efficient learning. 
we have been concerned with grouping for over a century. we 
have moved from the ungraded school, which certainly had flexibility, 
to the graded classrooms which have existed since 1860. 
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The initial results of so-called homogeneous grades was an ex-
cessive amount of retardation. Thirty to fifty per cent of all pupils 
in the schools in 1930 had repeated one or more grades. 
World War I and the army classification tests created enthusiasm 
for tests and measurements. "M.A." and 11I.Q. 11 became the foolproof 
method of classifying children. This resulted in ABC aQdXYZ groupings 
of various types. 
This grouping by ability solved nothing; again it was pur~ly 
administrative; we had not learned the organization procedures for in-
dividualizing instruction. 
There have been many attempts at assembling children into effec-
tive working groups, and such groups are essential. The difficulties 
have arisen over what to do with the pupils once they have been so 
grouped. The first erroneous assumption is that by classification by 
some variable, a homogeneous group could be secured. Heyl reported: 
Completely homogeneous grouping can obtain only if every 
pupil in a group is equal to every other pupil in ability to 
achieve) in age, industry, previous experience and all other 
factors which affect learning. . • . Completely homogeneous 
grouping, in other words, i~ unattainable in practice.ll7 
. 118 . 119 Both Court~s and Z~rbes agreed that no classification by 
tests could be absolute and certainly that grouping on the basis of I.Q. 
117H 1 . 6 ey , op, c~t., p. . 
118courtis, "Ability Grouping in Detroit Schools," 'Adapting the 
Schools to Individual Diffe~ences, op. cit., p. 45. 
119Laura Zirbes, "The Real Significance of Provision for Indi-
vidual Differences," Education, LII, 8 (April, 1932), 441. 
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or M.A. would not give opt~mal homogeneity in particular subjects. 
120 Other processes to classify children led Hightower to observe 
that marking, grade placement, promotion, and retardation do not result 
in any uniformity of individuals. 
Grouping for instruction in one subject has received favorable-
comment of late~ especially the Joplin ~lan, which is concerned pri-
marily with reading. These attempts show more imagination than the 
whole class grouping idea. Burr concurred: "There is no way of form-
ing homogeneous groups except with respect to one subject at a time; 
and even then the groups will not be entirely homogeneous in the dif-
1'21 
ferent phases of that one subject." 
Three of the research studies indicated an unfavorable attitude 
toward ability grouping. 
122 ' 123 - 124 
West, Wrightstone, and Abernathy 
were in agreement that so-called homogeneous grouping is seldom very 
120Howard W. Hightower, "Individual Differences," Educational 
Administration and Supervision, XLI (1955), 458. 
12~arvin Y. Burr, A Study of Homogeneous Grouping in Terms of 
Individual'Variations and the Teaching Problem (New York: Bureau of 
Publications, Teache~s College, Columbia University, 1931), p. 41. 
122Parl West, A Study of Ability Grouping in the Elementary 
School (New York: Bureau of Publications, Teachers College, Columbia 
University, 1933), p. 57. 
123J. Wayne Wrightstone, 11What Research Says about Class Organi-
zation for Instruction," National Education Association Journal, XLVI, 
4 (April, 1957), 254. 
124Thomas J. Abernathy, "An Experimental Study of Homogeneous 
Grouping on the Basis of I.Q.·" (unpublished Doctoral dissertation, 
Boston University, 1940), p. 201. 
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satisfactory. More part'icularly, West125 concluded that ability groups 
are 83 per cent as. variable as unseleeted ones. The research clearly 
indicates that ability grouping shows little advantage whatever in re-
ducing the number and difficulty of classroom adjustments. 
Observa.tions concerning the techniques employed in teaching se-
lected groups would be of interest here. Zirbes noted: 11By prestiming 
to reduce the range· or scupe of individual differenc·es in every group 
to a minimum, we really are only setting the situation for more effec-
126 
t:ive mass teaching to each so-called homogeneous group." 
McGaughy continued: 
A final argument against XYZ Lhomogeneou~7 grouping, by 
whatever name it may be called, is that it makes it easy and 
almost·necessary for the teachers of these groups to neglect 
or disregard the individual pupil. The teacher is encouraged 
to believ.e that all her pupils are a good deal alike for the 
very reason that she knows they have been selected on the 
basis of definite measures and placed together in a classroom 
unit. As a result, she forgets that individual activities are 
highly specific.l27 
Regarding the activity program viewed in contrast to ability 
grouping~ Kilpatrick128 observed that the aim of the teacher must al-
ways be individual and that adaptation to indiv~dual differences, not 
. ' 
group ones, is the essence of any efficient learning environment. 
125 . West, lao. cit. 
126z· b 1 . ~r es, oc. c~t. 
127 J. R. McGaughy, "Homogeneous Grouping of Pupils," Childhood 
Education, VI (1929), 296 . 
. 
128Kilpatrick, "Definition of the Activity Movement Today," 
.The Activity Movement, op. cit., p. 59. 
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Our grouping, necessarily, must be flexible, of short duration, 
and for specif~c p,urpose. These characteristics are clear. Regarding 
these_, Vern0n disclosed, "Any predictions we make about students or 
129 
an:y selection, should be short term and flexibl_e. 11 
In a similar vein, Ketcham observed, 11Vari0us forms of temporary 
inter-class grouping.based on the interests, activities and special 
abilities of children are encouraged as an excellent ~eans of providing 
130 flexibility in the school program." 
. ' . 
Unfortunately, teachers do not readily accede to procedures to 
. 
accomplish subgrouping. Obstacles which teachers cite as reasons for 
uniformly instructing their pupils are: 
1. Children's lack bf skill in group activities 
... t Ill "' 
2. Difficulties of managing different groups worklng at different 
tasks 
3. Lack of physical facilities conducive to such grouping 
4. The doubtful value,of group reporting as means of class instruc-
tion 
5. ~he difficulty of establishing a satisfactory basis for grouping. 
Though these objections seem insurmountable, the change 0f method 
necessary to facilitate individual ins~ruction by subgrouping procedures 
seems more so; it is precisely this change of teaching technique, however, 
129 
'Vernon, op. cit., p. 96. 
130warr~n A. Ketcham, ''How We Should Look at Levels from Child 
Growth and J;>eve~opment, 11 Childhood Ed~cati?n, XXXII, 4 
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that is the .necessary ingredient to individualizing the instructiQn. 
Otherwise we have only moved the children around. 
Indeed one may raise the question whether or not any change 
is likely to result merely because pupils are segregated. Un-
less there is s0me change in the learning situation ohher than 
decreased heterogeneity of the group, one may wonder why any 
change in achievement should result.l31 
Rock continued, "Grouping has little or no value unless it is 
followed up with fur.ther adaptation in, regard to t.eaching methods and 
13i 
subject matter.'.' 
When such change is made, however, undoubtedly better achieve-
ment results, for such changes properly constitute adaptation to ind~-
vidual differences, or.at worst, offer the opportun'ity for children to 
individualize their own learning. Turney note~: 
It may not be too much to sq.y~ there·fore, that the ex- . 
perimental literature contains strong indications that where 
abil~ty grouping is accompanied by suitable adaptations of 
method or materials, better achievement may result or time 
may be sayed.l33 
. Fairly comprehensive data from four sourc.es gave rese.arch .fip.d-
ings bearing on this question. From Detroit, Courtis commenteg: 
. Complete individualization of instruc~ion, whenever the 
goal is acquisition of knowledge or skill is, in the writer's 
judgment, the only complete solution to the problem of .ad-
' justment to individual differences. Grouping on the basis of 
mental capacity is mer.ely an expedient, not a .final solution.l34 
131Turney, op. cit., p. 24. 
l32R. T. Rock~ Jr., "A Critical Study of Current Practices in 
Ability Grouping·, '1 Catholic University of America Research Bulletin, 
IV, 5 (1929), 125. 
133T . •t 41 urney, .op • c ~ • , p • • 
134courtis, "Data on Ability Grouping from Detroit," Adapting 
the Schools to Individual Differences, op. cit., p. 145. 
. ,
.. 
' 
' •. 
-' 
Horn, disclosing data from Iowa studies, revealed: 
All these data,, gathered by five groups ·of investigators l 
working independently point to this conclusion: children do 
not fall into natural ability groups and cannot be so cl~ssi­
fied as to yield homogeneous groupings; groups which appear 
relatively homogeneous at the time of classification soon 
vary more within themselves than they do from each other; 
different types and amounts of instruction are required by 
different children within each group; ability.grouping does 
not solve the problem of adjusting schools to individual 
differences.l35 
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136 137 The studies of Washburne and Turney proved that ability 
grouping does not make adequate provision for individual differences 
and that ability grouping, as such, only gives added evidence bearing 
on the nature and extent of individual differences. 
Our conclusions appear to be that grouping, of itself~ does not 
solve the problem of individual differences. Change of method is re-
quired to service individual needs. Flexibility of subgrouping and 
adaptation of various techniques are the core of plans for individual-
izing school practice. 
135 Horn, op. cit., p. 166. 
136washburne, "Data on Ability-Grouping from Winnetka, 11 Adapt-
ing the Schools to Individual Differences, op. cit., p. 154., 
137Turney, op. cit., p. 122 . 
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Individual Instruction--Adaptations of Technique 
and Their Application to Practice 
. It is now necessary to examine aspects of individual instruction 
t0 determine its necessity and the possibilities for its adoption to 
any existing curriculum. 
Descriptions of programs of individual instruction are relative•ly 
rare; probably in stating the objectives and,aims of individual instruc-
tion~ propon.ents tend to oyerlook the mechanics which characterize this 
type of instruc,tion.- It is connnon to read of the necessity for indi; 
vidual instruction without any references as to how such a program can 
, be adapted. 
It is likely that individual differences ca~ be very well 
taken into account in choosing and guiding activities; it is 
less certain that this is connnonly done. . . • Some writers 
talk much too easily about adjusting to individual differ-
ences, assuming that material or activities can be adjusted 
almost as easily as school seats and desks. Others, recog-
nizing the complexity of the problem, would seem to pass it 
on to the teacher, assuming that the 'method' they advocate 
did not have to remake itself for each type of child. • • . 
Method in general will have to be replaced by more specific 
directed thinking about the way of work that just fits the 
need of a given type of child.l38 
M h d h b f d . 1 b h '1 . k139 d et o s ave een re erre to prev1ous y; ot K1 patr1c an 
Parker140 pointed out that no one procedure fits all children equally 
138_ 
-watson, op. cit., pp. 100-101. 
139Kilpatrick, "An Effort at Appraisal;" Adapting the Schools 
to Individual Differences, op. cit., p. 273. 
14<\vashburne, "Adjusting the Program to the Child, 11 Educational 
Leadership, XI, 3 (December, 1953), 168. 
60 
well; differences exi~t and these differences tend to increase as a 
result of good teaching. It is essential to meet the learning needs 
of individuals within certain groups by evolving methods which facili-
tate inaividual instruction. Cook stated: 
Since all instructional groups vary widely in interests 
and ability~ it seems wise to attempt to develop techniques 
for meeting the needs in such groups instead of striving for 
a homogeneity which cannot be achieved.l41 
In developing educational practice, the needs which cause such 
practice to exist must be examined. The Progressive Education Associ-
ation asserted: "In contrasting older practices with newer practices 
.. 
we must look to our history. Most of our educational practice came 
142 
into being in the last century to meet needs which no longer exist." 
The characterist~cs of individual instruction are basically 
simple, so simple in theory that it seems unreasonable that such tech-
niques have never received wide acceptance. There are many reasons 
for this, and they shall be cited in a later section. The very best 
of these reasons, however, has no basis in fact and certainly is in-
defensible from the viewpoint of a sound psychology of learning. 
143 144 Gray and Washburne agreed that the first step in individ-
ualized teaching requires the teacher to set down the basic items to be 
14lwalter Cook, "The Gifted and the Retarded ~n Hi~torical Per-
spective," Phi Delta Kappan (March, 1958), 18. 
142Progressive Education Association, op. cit., p. 1. 
143william S. Gray and Adelaide 11.. Ayer, ''Controversial Issues," 
The Activity Movement, op. cif., p: 182. 
144carleton Washburn~, Adjusting the School to the Child (Yonkers-
on-Hudson, New York:"World Book Company, 1932), p. 3. 
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learned; these knowledges ·must be clear.ly defined, written down for 
emphasis. If inst~uction is to be efficient, a thorough understanding 
of essentials is required. 
The most startling change, of course~ must be with the method 
of instruction. 'Curriculum change, revised course of study, adequate 
mateuials-will not individualize instruction of themselves; the change 
must come in the way these learning aids are directed. 
But while we agree that it is possible t'o a certain degree 
to modify the curriculum in favor of individualization of in-
struction, we cannot agree that such modification of curric-
ulum is the only, or the best) means of bringing about the 
change we desire. We find our suggestions for individualiza-
tion centering about organization and method, rather than 
about curriculum.l45 
Courtis substantiated this claim by stating: 
Experience has shown that mere change in the amount of 
ground covered is net enough', that the rates of= development 
of the pupils in the different groups vary. . • • Further, 
there appears to be need for differentiation of teaching 
methods as well as for differentiated courses of study.l46 
One method of individualizing instruction is the unit task idea 
which involves considerably different activities, varying in length 
and difficulty, individually administered, yet collectively comprehen-
sive. This type will be further examined in a later.section. Progress 
charts, graphs, and self-correcting techniques all aid in the individ-
145
schoenchen, op. cit., p. 287. 
l46courtis, "Ability-Grouping in Detroit Schools," Adapting the 
Schools to Individual Differences,. op. cit •. , P• 45. 
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U?liz?tion of instruction. 147 148 . Courtis and Washburne c~ted pther 
informal,aids in this regar~. 
The activity sch9ol c~rtainly has tended the imagination toward 
more flexib~lity in cla~sroom procedures. Schoe~chen disclosed:. 
The individualization which comes through setting up 
smaller groups within the class and allowing each individual 
to f~nction in the group to which his aptitu~es are of great-
est value, is thoroughly practical and desirable.l49 
Stephens gave a more fundamental approach to the problem; no 
extremist, he offered this sensible outlook: 
It is more probably true that we shall find a place in 
which individual methods serve better than any other methods 
and that we shall simply add individual technique as a~other 
element in the ·s~ill of a trained teacher.l50 
The more general necessity for individualization of instruction 
was outlined by Wilkinson. Though not pr.imarily concerned with tech-
nique, it m~st nevertheless be an integral asp~ct of.any inpividualiz-
ing attempt. 
The concept Qf individual~ty should be a~ underlying prin-
ciple to an operational programwithin the school. It may be 
considered the core of our democratic philosop~y in the ar~q 
o~ human relations, as it is compatible with American ideals 
and democratic processes. Withp~t a feeling of the worth and 
dignity of the individual, and a faith in, and respect for, 
l47courtis, "The Development of Individualized Instruction at 
Detroit," Adapting the Schools to Individual Differences, op. cit., p. 113. 
l48washburne, "Does Individual Instruction Place Too Heavy a 
Burden on the Teacher? 11 ibid. , p. 206. 
149sch0enchen, op. cit., p. 288. 
l5°s. D. Stephens, "Observations on the Supervision of Individ-
ual Instruction, 1' Journal of Educational Method, VIII (February, 1929), 
250. 
the potential of man, the democratic ideal would lose its 
essence 'of the peeple and by the people' so essential to 
our structure of government.l51 
More specifically, we must enumerate those procedures and de-
63 
vices which attempt to provide for the wide range of abilities, inter-
ests, and achievement. Our attempt has been facilitated by two sources, 
Parker and Russe11152 .and the California Journal of Education. 153 
1. Retardation and acceleration 
2. Ability grouping 
3. Subgrouping within the heterogeneous class 
a. Int.erest 
b. Special needs 
c. Team grouping 
d. Research grouping 
4. Use of a wide range of instructional.materials 
5. Use of a variety of methods 
6~ Flexibility in assignments, r~sponsibilities, and standards 
of work 
7. Readiness activities 
8. Use of free periods 
9. Scheduling of pupils' time 
15~ashburne_, "Adjusting the Program to the Child," Educational 
Leadership, XI, 3 (December, 1953), 368. 
152Parker and Russell, op. cit., p. 168. 
153
california Jeurnal of E~ucation, XXVII (November, 1958), 82. 
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10. Individual attention 
11. Flexibility in use of school personnel 
12. Grouping by subject. 
Modifications, combinations, and adaptations of the·se methods 
are the usual means employed to individualize instruction. Unfortunately, 
the listing of the items fromwhatever source has had little effect on 
their adoption t6 classroom practice. 
Eurther definition of individual instruction was afforded by 
the New York State Principals' Association Division of Elementary 
154 Schools. They listed pertinent characteristics of the activity pro-
gram as it was adapted to serving individual needs: 
1. Revolt again~t teacher domination 
2. Reaction against verbalism, textbook mastery, and literal 
recitation 
3. ExpeYimental learning 
4. Purposeful teaching 
5. Guided self-control instead of imposed conformity 
6. Teaching adapted to each individual learner 
7. Socialized procedure 
8. Provision for 11success," self-expression, opportunities for 
achievement 
9. Creative teaching 
10. An integrated curriculum. 
154M . 't 19 orr~son, op. c~ ., p. • 
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The earliest plan of individual instruction, the Pueblo> Colo-
rado Plan, had little methodology. Its practices were informal, change 
occurred as a result of change of attitude. Its success depended on 
the individual talents of the teacher more than some of the later sys-
terns, which developed certain patterns. 
This attitude also found expression in the San Francisco Normal 
School program: 
Dr. Burk always held that each school system would have to 
develop its own plan of individual instruction and administra-
tion to fit its own particular needs. He believed that this 
could be done in any school system, regardless of size, if the 
administrators would accept the theory and principles of indi-
vidual instruction and would then apply their energies to work-
ing out the details of the necessary machinery.l55 
The Dalton Plan offered a scheme for the material rearrangement 
of schools to develop the abilities of students. It was a vehicle 
only, a device for energizing an old curriculum or an organizational 
pattern to radically depart from the curriculum. 
The Dalton Laboratory Plan of school organization was not 
primarily an individual instruction plan. It was designed, 
in the main, to give pupils a great deal of freedom, and to 
allow them to live and carry on their work in much the same 
manner as society does in a normal democratic community. 
Individual instruction developed as a natural outgrowth of 
this endeavor.l56 
The Winnetka Plan differed from the Dalton Plan essentially in 
providing two learning environments: 
1. Learning by goals 
2. Socialized class work. 
155Dean, op. cit., p. 87. 156Ibid.> p. 174. 
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The ~ormer was much like the Dalton Plan with provision for 
units of work and rate of progres~. The latter was peculiar to Win-
netka. It consisteq of activities and enrichment learnings not un-
like the later activity p.rograms. 
From the foregoing discussion, it may be concluded that indi-
vidual progra~s have some elements in common; method, however, varies 
as does•the organiza~ion of the school today. 
Economy of Time--
Considerations of Pupil Learning Per School Da~ 
With the enormity of subject matter which the elementary school 
is encouraged t.o teach, expected .to teach, and required to teach, it 
is smaLl wonder that teachers question .the length of the school day. 
Milk money, cl].arity drives, bank day, school pictur.es, sur:vey forms,_ 
an~ multitudinous other trivia of what is primarily parental or civic 
responsibility are heaped on the classroom teacher. The aims o£ these 
various activities are certainly not to be condemned, but the practices 
employed to meet those ends must certainly be questioned. 
It is probably true that more encumbrances will be placed upon 
the learning envtronment as public pressure adds to the obligatio~s of 
the schools. T~us, time becomes a more urgent factor. 
Much time is wasted in our classrooms. "Take-your-turn" reading, 
solo trips to the map, o~e pupil answering while twenty-nine listen, 
individual board exercises by one pupil embarrassingly trying to figure 
out an incorrect math problem, have absolutely no place in sensible in-
67 
struction. Further: 
Casting aside conventional teaching materials, many teachers 
re~ort to extensive use of oral instruction, which is notoriously 
time-wasting, unadaptable to individu~l differences an~ difficult 
to operate successfully in dealing with basal skills and informa-
tion.l57 
It is necessary to. adapt measures and procedures whereby time 
will be sav~d er time more judiciously distributed among the pupils. 
The whole class method does not afford this opportunity, "By the class 
method the quick child was kept waiting longer and the slow child never 
h "158 caug t up. 
It becomes expedient to schedule d~ill exercises according to 
need. Of the items which cause children to waste time, none is more ,. . 
g~aring than unnecessary drill. The tedious, measured, boring seat 
work or busy work is h~~dly compensation for the quiet which ensues. 
Drill thus becomes not practice for proficiency but mast~ry of daydream-
ing. This drill time can be drastically reduced if one considers ''need" 
only. "To many, it is surprising, if not incredible, that a school is 
able to halve the ti~e spent on drill exercises and still maintain the 
159 
scholastic standard of the pupils , 11 
Of the various individual instruction plans, Winnetka, by virtue 
of its rates of progress plan applied to skills learning, afforded max-
imum time p~r pupil. The individual work removed the.necessity for 
157 Gates, op. cit:, p. 190. 
158Jessie B. Mackinder, "Size of Classes,'' Adapting the Schools 
to Individual Differences, op. cit., p. 246. 
159Progressive Education Association, op. cit., p. 20. 
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rigid time tables; time became flexible and adaptable as the work fitte.d 
the need. "In abandoning the recitation and in substituting a system 
of individual work and tests . . • one saves a considerable amount of 
160 
time per day. 11 
It was Washburne ''s plan to inaugurate supervised and diagnostic 
tests in place of the recitation period. ·of itself, this saved time. 
Washburne concluded: "In any attempt to individualize school work, the 
daily program is likely to be modified."161 
. 162 163 
Both Kilpatrick and Whipple clearly indicated that indi~ 
vidual instruction saves time. Though they inferrea that more data are 
needed to evaluate programs of individual instruction, enough data are 
available to make these conclusions: 
1. Individual tnstruction saves time. 
'2. It tends to raise the level of eff~ciency in the tool subjects. 
The Teacher in the Individual Instruction Plan 
Plans, objectives, techniques, goals, and aims have here been 
., 
discussed; these are impersonal. It now remains to give attention to 
the human element involved in directing the procedures--the classroom 
teacher. 
160
washburne, "A Program of Individualization," Adapting the 
Schools to Individual Differences, op. cit., p. 263. 
16lwashburne; "The Daily Program under Individual Methods," 
ibid., p. 237. 
162Kilpatrick, "An Effort at Appraisal," ibid., p. 275. 
163Guy'M. Whipple, "Summary of Statistical Results," ibid., p. 215. 
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The success or failure of all plans of individual instruction 
rest ultimately with the classroom teacher. "The first step toward in-
dividualizing work must be that of securing the interest and coopera-
. f h h h . · h · t 11164 T t~on o t e teac ers w o are to exper~ment w~t ~ • urney con-
tinued: 
It is well to note that ma~y of the advantages ascriped to 
ability grouping'are dependent on tne teacher. Merely to 
divide a class into homogeneous sections will not insure 
adaptation of method or materials of instruction. . . • Ob-
viously pupils cannot progress at rates commensurate with 
their ability unless permitted to do so.l65 
lt is true that the intelledtual acceptance of a philosophy of 
individual differences comes easier than the practical application of 
its requisites. Chase contended: i•until a teacher decides that plan-
ning for individual children is ~mperative, nothing is going to happen 
166 
in the classroom in making provision for individual differences." 
The development of this proper attitude on the part of teachers 
is difficult. 167 Whipple maintained, however, that the proper mental 
set of the teacher is the most important single factor in making indi-
vidmaili work successful. ~his attitude'toward individual instruction 
must extend, moreover, to all the members of the class; neither the 
164 . Washburne, "A Program of Individualization," .Adapting the 
Schools to Individual Differences, op. cit., p. 265. 
165Turney, op. cit., p. 24. 
166chase, 't 165 op. c~ • , p. . 
167Go.y M. Whipple, editorial ~omment on "Training Teachers for 
Individual Work, 11 Adapting the Schools to Individual Differences, .2!?.· 
cit., p. 250. 
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bright nor dull should be the solitary subjects of indi~idualization; 
all pupils ~ust be in~luded. 
True indivi.dualization must be a possible and practical 
individualization; it is useless to point out that individual-
ization is completest when the teacher has only one pupil. 
The fact is that classes must always remain comparatively 
large groups and that a program of individualization of in-
struction must accommodate itself to this permanent condition. 
The teacher should utilize knowledge ef the memery perceptien, 
imaging or other types to which the individual pupil belongs 
by modifying the forms of the lesson to suit the type.l68 
What are the characteristics ef capable teaching in individual 
169 . instruction plans? Dewey, referr~ng to the free stuqy time of the 
Dalton Plan, listed these five functions: 
1. To preserve an atmosphere of study 
2. To explain details of the assignment 
3. To giye explanation in use of equipment 
4. To suggest methods of, solving problems 
5. When the need actually arises, to give full explanation of 
a point and its relation to the general principle of the 
subject. 
170 Likewise, the activity programs in New York State defined 
the function of the teacher to be that of guiding, assisting, and di-
recting pupils to discover what they need to know. These programs, by 
and large., e.liminated uniferm. courses of study to a£ford teachers op-
portunity for flexibility of scheduling. 
168schoenchen, op. cit., p. 287. 
169Evelyn Dewey, op. cit., p. 71. 
170Progressive Education Association, op. cit., p. 12. ' 
... 
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In appraising" the newer school practices, and again with special 
emphasis on the activity program, Wrightstone asserted: 
Throughout the g~ades of the elementary school, it i~ an 
obligation of the teacher to help the pupils develop their 
powers to recognize problems; to fi~~' select and reject 
evidence bearing upon these problems; to organize f~cts and 
informatio~; to weigh the evidence; to draw conclusions; or 
to render judgmen~s and to test their conclusions.l71 
Relative to those professional attributes needed by teac.hers, 
b h 172 d 'lk' 173 d h 'd' d t 1 f ot Morgan an w~ ~nson agree t at prov~ ~ng a equa e y or 
individual needs requires professional competence at a very high level; 
this competence is a developed art which attempts to meet the wide-
ranging needs of children with intelligence and enthusiasm. 
Hilgurd and Russell summarized: 
In general, that teacher is most successful who can provide 
a variety of purpose~ and s~tisfactions in the learning proc-
ess. Directing interests and activities toward social approval 
or aesthetic satisf~ction, stimulating mental curiosity relating 
to ·immediate and more remote goals, capitalizing on a variety of 
interests-·-all these and other proced:ures are needed in a well-
motivated school program.l74 
To conclude, it must be emphasized that the teacher is undeni- 1 
' 
ably the effective or noneffective motivational force behind any school· 
program. This ability to awaken and sustain interest and a zeal for 
. 
learning on the part of a variety of types of students requires a teacher 
l71J. Wayne-Wrightstone, Appraisal of Newer Elementary School 
Practices, (New York: Bureau of Publications, ~eachers College, Columbia 
University, 1938), p. 124. 
172Morgan, op. cit., p. 123. 
173w·lk' ·t 364 ~ ~nson, op. c~ ~~ p. , 
l74Ernest Hilgurd and David Russell, 11Motivation in School Learn-
ing,11 Learning and Instruction, op. cit., p. 67 . 
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of the highest caliber. The·important question then remains: 
In a democracy how can we steer into our classrooms a maxi-
mum percentage of teachers who are really capable of discerning, 
selecting and stimulating the few John Stuart Mills that actu-
ally are produced out of the germplasm of our democratic popu-
lation?l75 
The Content Subjects--
A Program for Social Studies, Literature, and Science 
This section deals most pointedly with the subject of this thesis; 
in theory, it should contain related literature and research of signif-
,icant bearing; in fact, it can reveal but meager data. The alarming 
lack of research in the area of the content subjects is due to ·many 
factors, not the least important of which is the inability of educators 
to institute programs of instruction which differ markedly from uniform 
textbook instruction. Though much has been written concerning unit 
plans of instruction, pupil planning, and various subgroupings for in-
xtruction, in practice little has been noted which could be called in-
aividualization of instruction. At very best, optimum content subject 
individualization has meant occasional isolated reports and meager, al-
though well-intentioned, discussion groups. 
Social studies affords some basis for discussion in this section; 
allied subjects 'of literatur.e and science have scant not.ice because of 
little r~search and investigation conducted in those areas. It must be 
concluded, therefore, th'at· the content subjects have received little 
175Ross L. Finney) "Connnents by Leac;lers in Universities," 
The Activity Movement, op. cit., p. 89. · 
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more than limited experimentation in classroom service; beyond this, 
no more than suggestions for curriculum i~provement were offered. 
With such meager concern for the social studies, its role might 
be interpreted as being minor on the elementary level; but contrary to 
this, Preston observed: 
The role of the social studies in elementary education is 
to aid the child, from kindergarten or first grade through 
sixth grade, to understand the concepts that describe and ex-
plain human society and to develop the insights and skills 
required by democratic citizenship.l76 
This, indeed, is a role and responsibility of major proportion. 
177 178 179 Heffernan, Blough, and Rugg agreed that social studies assumes 
the major responsibility of helping youngsters to get acquainted with 
the world and its people. Social studies is concerned with those es-
sentials of knowledge needed by all people for the unity, cooperation, 
and smooth working of society. These common knowledges include customs 
and manners, loyalties and cherished values, history and tradition; 
these ideas must be engendered and strengthened by adequate knowledges 
learned through the social studies. This responsibility is a matter 
176Ralph C. Preston, "The Role of Social Studies in Elementary 
Education," Social Studies in the Elementary Grades, op. cit., p. 4. 
177Helen Heffernan, "Social Studies in Relation to the Total 
Elementary School Program," ibid., p. 120. 
l78Glenn 0. Blough, "Science and Social Studies in the Elementary 
School," Twenty-seventh Yearbook of the National Council fer the Social 
Studies, Washington, D. c., 1957, p. 189. 
179Harold Rugg, "Do the Social Studies Prepare Pupils Adequately 
for Life Activities?" The Social Studies in the Elementary and Secondary 
School, Tw.enty-second Yearbook of the National Society fo:r the Study of 
Education, Part II (Bloomington, Illinois: Public School Publishing 
Company, 1923), p. 2. 
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of no small moment. 
·Some of the difficulty surrounding any study of the content sub-
jects, and especialJy social studies, is the lack of unanimity relative 
to subject matter. 'Washburne observed: ''There is probably no subject 
in the entire school curriculum where there is as little clear thinking 
180 
as to aims and means of attaining aims as in the social studies.'' 
Horn continued: "There i.s perhap.s no subject in the curriculum 
whose value and content have b.een subjects of so much dispute as his-
t 11181 ory. 
Extreme views have indicated an almost total disregard for sub-
ject matter, preferring instead the development of proper attitudes, 
habits, and mental indulgences. This position was strongly attacked by 
Preston when he stated: 
The insistence of some educators that child is more impor-
tant than subject, while valid, has led to hurtful neglect of 
subject matter-·-hurtful because the child suffers from educa-
tional malnutrition, and organized society suffers from a 
shallow citizen.l82 
The problems surrounding subject matter have been, and are now, 
crucial. Kilpatrick183 disclosed that this problem was the gravest 
180
washburne, Adjusting the School to the Child (Yonkers-on-
Hudson, New York: World Book Company, 1932), p. 105. 
181Horn, "The Application of ·Methods of Research to Making 
Course of Study in History," The Social Studies in the Elementary 
Secondary School,. op. cit,., p. 234. 
the 
and 
182 •t 14 Preston, op. c~ ., p. • 
183Kilpatrick, "Definition of the Ac.tivity Movement To-day," 
The Activity Movement, op. cit., p. 58. 
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issue in the operation of the activity programs. With greater emphasis 
on "one-worldness11 and complex sociological and philosophical considera-
tions of contemporary America, how much more complicated the dilemma be-
comes for education in today's elementary classrooms. 
The most concerted effort to arrive at some understanding of com-
mon essentials was conducted by Washburne and his associates at Winnetka. 
This study was a fairly direct approach to the practical knowledge needed 
by adults. By studying the references to historicai facts cited in 266 
numbers of eighteen selected magazines from 1905 to 1922, the'Winnetka 
group concluded: "We have thus determined by statistical study those 
items which must be known by all American p~ople in order that they may 
r.ead and converse intelligently. 11184 
What this study purported to accomplish was the defining of those 
essentials and skills needed by everyone. The results of this study did 
not, however, receive widespread acceptance. 
From our initial consideration of the aims and objectives of 
social studies, we move to an explanation of those activities which have 
characterized social studies teaching in the past; further, those pro-
grams will te examined which, by reason of fear or inertia, have not 
found their way to general practice in elementary classrooms. 
185 Long and Halter reported that the first s~ep in any plan of 
184Louise Mohr and Carleton Washburne, "The Winnetka Social 
Science Invest'igation, 11 Elementary School Journal, XXIII (1922), 275. 
185Long and Halter, op. cit., p. 403. 
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individualizing social studies instruction is to set up individual 
goals with the P,Upils. ' 186 Moore f~rther explained that the number and 
nature of activities in the social studies must be varied in cognizance 
of individual needs. This implied that brighter children can manage 
more activities over a longer period of time than can children of in-
ferior abil~ty; these latter children need close guidance, increased 
tim7 to understand; in short, they need the teacher and increased school 
facilitie-s. 
In the Winnetka experiment~ increased attention was given to en-
richment activities and work periods occupying the afternoon sessions. 
Washburne remarked: 
Let us individualize those phases of the social studies 
which have to do with the mastery of factual material and 
which, therefore, are going to be tested and used as a basis 
for promotion. Having individualized these, let us use our 
saved time in a whole-hearted endeavor to get from the social 
J: 
studies those rich values which, though we cannot measure them 
as· yet, are among the most socially valuable in our entire 
school curriculum.l87 
1 . k188 . d. d h h . d . f Jaro 1me 1n 1cate t at t e quest1on to ay ~s not one o 
whether" ther~ are to be provisions for individual differenc~s, but how· 
the adjustments and adaptations should be made within the framework of 
the self-contained classroom. 
186clyde B. Moore, nsocial Studies Planning for Older Children., II 
Social Education, XVII (1953), 13. 
187~ashburne, Adjusting the School to the Child, p. 120. 
188John Jarolimek, Social Studies in Elementary Education 
(New York: The Macmillan Company, 1959), p ~ ,107. 
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I h bl . . 189 J 1" k d h h f n t e same pu ~cat~on, aro ~me state t at t e most un-
damental of all.learning activities are those which call f0r the find-
ing and organizing of information which leads to the solution of prob-
lems. In the same vein, Burrows concluded: "All three of these no.rmal 
behaviors of children--reading; research and reporting--are essential 
190 
to learning in the social studies." 
191 Long and Halter agreed that activities which stimulate tha 
pupils' creative energies in planning and execution are superior to 
activities that are blueprints merely to be copied. 
Added to-these activities should be those proposals offered by 
Burk, 192 outstanding of which referred to Socratic discussion by which 
th~ pupils in a class forum express judgments and opinions in matters 
upon which they have previously informed themselves as to fact.s. 
19.3' To these procedures for.instruction, Chase would add the power 
of interpersonal exchange; children working in pairs, threes, or fives 
to make learning more secure, more sociable, and to provide more indi-
vidual practice •. 
189J 1" k "t 337 aro ~me , op. c~ ., p. . 
190Alvina T. Burrows, "Reading, Research, and Reporting in Social 
Studies," Social Studies in the Elementary Grades, op. cit., p. 188. 
191Long and Halter, op. cit., p. 405 .. 
192Burk, "Individual Instruction versus the Lock-step System," 
op. ci.t., p. 328. 
193 Chase, op. cit., p. 182. 
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lt would appear from the literature that the main emphasis of 
social studies activities must be focused on development of social liv-
ing skills, study skills, thinking skills, and.group work skills. The 
materials used to develop these skills shall be considered next. 
-in a most recent publication, Jarolimek stated: 
While the teacher may make adjustments in reading for the 
child when he is being taught basic developmental reading, a 
single textbook in the hands of every pupil is the rule rahher 
than the exception in Social Studies.l94 
Chase195 likewise observed that the use of a single textbook is 
a common practice, but while it presents difficulties, there are ways 
in which it can be adapted to the reading level of children. He ex-
plained his contention by suggesting: 
Since the reading of a social studies textbook is a common 
requirement, it is important that both poor readers and su-
perior readers be aided in textbook use. For the poor reader 
this usually means aid in vocabulary, in comprehension and in 
recall of the content. For the superior reader it often means 
encouragement to depart from the textbook for the richer 
sources of reference reading.l96 
The textoooks obviously do not furnish rich backgrounds for con-
structive interpretation of historic fact. The textboqks are simply 
not large enough to furnish enough detail to give a real depth of com-
prehension to the items under,study. The teacher must be both adapt-
able and inventive. 
194 1' k . 118 Jaro ~me , op. c~t~ ,. p. • 
195chase, 
_o ... P ..:.•---"-c"""i"'""t . .., p . 17 6 . 
196Ibid., p. 175. 
The teacher will want to approach the problem of instruc-
tional materials first, with the intent of making maximum and 
best use of what is immediately available and secondly; doing 
what he can do to se·cure the additional material which is 
needed,l97 
Chase further disclosed: 
Study guides used with pupil teams take advantage of many 
of the preferences of pupils, yet, provide constantly develop-
ing. disciplines. They allow pupils to work together which is. 
preferred to working alene.l98 
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It seems apparent that adjustments must be made to the austere 
diet afforded by the textbook appreach. Because it is written for the 
average pupil, with difficult words deleted by pressured publishers, 
the social studies textbook is a relatively ineffectual classroem tool; 
with modification, it can be made acceptable; it can never be made es-
sential. 
The difficulty, then, with most energetic social studies pro-
grams is the lack of materials. Dewey, speaking of the activity pro-
grams, alleged that: 
• .• • the difficulties which arise are not: those of the 
scheme itself Lactivity progra~/ but exterior circumstances. 
The lack of material--maps, books--is a great difficulty. 
The number of books essential to have for use and reference 
makes the scheme an expensive one--the br~ghter children are 
constantly hampered for lack of more material to work on.l99 
The foregoing attests to the difficulties attendant on individ-
ualizing instruction. Adequate materials can and must be made available 
l97Jarolimek, op. cit., p. 136. 
198chase, op. cit.~ p. 180. 
199Evelyn Dewey, op. cit., p. 115. 
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for the proper maintenance of academic efficiency; without such mate-
rials uniform instruction and textbook mastery become a necessary evil. 
200 Tru~ individualization comes, as Freeman stated, from a study 
of the pupil ~hich results in directional goals and purposes. These 
must be understood and accepted by the pupil as his own. 
In conclusion, we might summarize by eliciting some basic ad-
justments which a teacher might make in helping to provide for individ-
ual differences: 
1. Adjustments relative to materials suited to reading level 
2. Differentiation of classroom activities to suit interests 
and abilities 
3. Differing standards based on ability to complete assigned 
units 
4. Adjustments of teacher guidance and supervisory assistance 
given to individual pupils based on need. 
Less than these adjustments constitutes loss of learning efficiency 
and inadequate economy of time. 
Ihe Team Learning Idea--
The Cooperative Effort of the Learners 
And w~ recognize thaththe individual is part of a large 
social organism; to function adequately and harmoniously in 
that organism he needs, on the one hand, certain knowledges 
and skills with his fellows--ability to speak and read and 
20
°Kenneth H. Freeman, "Evaluating Elementary Science Instruc-
tion," The Science Teacher, XVIII, 1 (February, 1951), 80. 
/ 
write the same language, ability to use the same system of 
numbers, and the possession of enough rudiments of common 
knowledge to serve as points of reference for later learn-
ings--and on the other hand, a realization of the inte5ral 
interdependence existing between him and his fellows.2 1 
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It has been noted by some educators, especially Donald D. Durrell 
of Boston University, that isolated individual education is archaic; 
individualization of instruction need not, and should not, mean inde-
pendent personal education. Though it is admitted that learning is 
predicated of the learner, not the teacher, greater academic gain is 
effected if this learning is the result of a cooperative effort on the 
part of the students. 
Man, by his nature, is a gregarious creature; to assume that 
education, which is a social and intellectual exchange, must be re-
stricted to the teacher-pupil relationship only, is a denial of the 
psychology of learning which extends to parents, playmates, and most 
personal contacts. Learning is the result of many affecting circum-
stances; the circumstances of sharing knowledge and problems in concert 
with peers should be utilized in education. 
Wrightstone observed, "Thinking may be carried on by an indi-
vidual alone, but in the classrooms and in the community effective 
lt . bl 11 th""k" u 202 so u ~ons to pro ems usua y represent group ~n ~ng. 
There is sound educational benefit to be derived from the mutual 
help of children attacking relevant and common problems. Koos observed: 
20lwashburne, Adjusting the School·to the Child, Preface, p. i. 
20Zwrightstone, Appraisal of Newer Elementary School Practices,~ 
p. 142. 
The use of pupil assistants in instructing other pupils 
is a desirable method of raising achievement lev.els. How-
ever, such activities should be organized only where both 
pupil assisted and pupil assisting will receive comparable 
benefit.203 
204 f h 1 h 1 d k. d 205 f h Smith a t e Los Ange es sc oo s an Mac ~n er o t e 
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Marlborough School, London, alleged that definiteness and self-i~struc-
tive nature of individual work and materials make it possible to allow 
and encourage informality and sociability among the children working 
with them. Both proposed that the student is able to work on his 
weaker subjects for a major portion of the time; when insurmountable 
difficulties appear, he asks his neighbor for help as in any social 
order. 
Speaking specifically of the activity programs~ Dewey declared: 
The group is allowed to talk~ help each other, exchange 
hooks and papers; in fact, they should be encouraged to 
work together. As they work, they make notes on questions 
they cannot answer among themselves, or on any point where 
the teacher's advice is needed.206 
There is, pf course, great reluctance on the part of many teachers 
to allow what to them seem~ diversionary chatter among students; further, 
it appears that many teachers are likely to disregard group effort, im-
203teonard Koos, ''Individualization Within the Teaching Group," 
School Review, XLI, 4 (April, 1933), 245. 
20~argaret .Smith~ "Individual Work in the Sixty-first Street 
School~'' Adapting the Schools to Individual Differences, op. cit., p. 103. 
205Jessie Mackinder, "Socialized Activities in the 'Marlborough 
Infants' School," ibid., p. 178. 
206Evelyn Dewey, op. cit., p. 14. 
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plying that the direct approach of the teacher-dominated classroom 
saves ti~e. This~ of course, is a tragic error, for in removing or 
preventing the comraderie of collective effort, the teacher eliminates 
a valuable social learning situation. In this regard, Kilpatrick re-
vealed: 
A further attendant learning is in the line of socia~ 
relationships. • • • These individual children accepting 
personal responsibility for their q~otas of knowledge have 
the freedomwhichwe adults constantly exercise of seeking 
--hel~ and consolation--from fellows and at times from su-
periors. There is no small social effect ~n merely talking 
over accepted tasks. Such talk is far and away more social 
--and in like degree more educative--than our common class 
recitations where there is but little real communicatipn 
and consequently but small incentive either to listen or to 
talk.207 
It is obvious fr9m those sources who have witnessed the effects 
of group learning, that many desirable outcomes result, Individual 
instruction plans offer opportunities. to utilize this pow~r tp practi-
cal advantage. Freedom from the bonds of uniform in~truction and in-
vestigation of ~ew and refreshing ideas create an atmosphere of aca-
demic freedomwhich encourages mutual assistance and bilateral aid to 
the solution of purposeful tasks. 
207Kilpatrick, ''An Effort at Appraisal," Adapting the Schools 
to Individual Differences, op. cit., p. 275. 
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The Closing Observations 
Individual instruction plans have been dominated by four pro-
grams: Preston Search at Pueblo, Colorado (1888-1910); Frederick Burk, 
San Francisco Normal School (1912-1919); and the concurrent programs at 
Winnetka and Dalton supervised by Carleton Washburne and Helen Park-
hurst~ respective~y. These plans grew from the desire to give adequate 
classroom service to the differe~t learning needs of children. Each 
child has an individuality of his own. This implies that uniformity 
cannot be expect~d in any class of children. As Wilkinson concluded, 
"An indiyiduq,l ca'Q.not be placed ;i.n an appropriate group in which maxi-
mal opportunities are provided for growth and learning unless he is 
. d d . d. . d . 1 11208 cons~ ere as an ~n ~v~ ua • 
In examining the individuals within DUr public school grades~ it 
is found that in Grade I there is a four-year range of intelligence. 
By Grade VII this range spans eight years.. Obviously, methods had to 
be devised to meet this wide range of abilities. Four of those programs 
have been cited above. Other plans were concerned with increasing the 
amount of instruction for the slow~ differentiating time for slow and 
fast pupils, differentiating the course of study, ability grouping, and 
other forms of classroom innovation. 
There has been desire for change, for better means of handling 
individual differ.ences. In some quarters this change has been questioned; 
208wilkinson, op. cit., p. 260. 
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the traditional school still has its strong champions. In spite of 
these protestation~~ change is a welcome sign. As Schoenchen observed: 
Hence, within comparatively few years, we are confronted 
with a host of sometimes contradictory demands for educa-
tional change. Naturally among so many proposals there must 
be much that is mistaken, distorted~ even fantastic, but the 
demand for change itself is a healthy sign,,for it attests 
the vitality of education and the intimate connection which 
education has with the cultural life about it.209 
Wrightstone further report.ed: 
~hough basic principles may have their roots in the soil 
of the past, continuous change and reform of practices and 
curricula are necessary if the general principles and theories 
are to be vital and dynamic guides for classroom activities.210 
We have examined those changes which have had significant impact 
on the national scene. The Dalton Plan~ with its e~phasis on labora-
tories, jobs, or contracts~ and long periods of laboratory work, was 
particularly noted. ~he aim of this plan, as discussed by Dean, was: 
To socialize the school by changing the way of living in 
the school, but not by changing the curriculum necessarily. 
The purpose of the plan was not to determine the curriculum, 
but rather to suggest how the curriculum should be admin-
istered and wha~ the working conditions for the pupils should 
be.211 
212 Parkhurst, the originator of the plan, constantly emphasized 
that her system was a vehicle for the curriculum and was confined to 
209
schoenchen, The Activity School (New York: Longmans, Green 
and Company, 1940), p. 187. 
210 .. h . 12 Wr~g tstone, op. c~t., p. • 
2llnean, op. cit., p. 150. 
212Parkhurst, op. cit., p. 85. 
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experiments in learning as based on laws of learning. 
The success' of the change at Winnetka, Illinois, was due to 
several factors, not the least of which was the strong personality of 
Mr. Washburne. Several other factors, such as the size of the commun-
ity, personal supervision, a cooperative school board and community, 
and a trained faculty, contributed to the noteworthy achievement of 
this early 192'0 experiment. 
Further attention was given to the activity movement whose ob-
jectives were cited by Kilpatrick: 
In general, the activity movement as herein treated, is 
confined largely to the elementary school and represents; 
it seems fair to say, a reaction away from the practice once 
fairly dominant in American education of setting out in ad-
vance, chiefly in specific textbook lessons, what pupils 
·were expect·ed to learn.213 
The concept• of activity d:id not· give helpful direction to the 
educational programs; the point was that activity as doing is a means 
rather· than an end. 214 So reported John Dewey: Ability grouping re-
ceived attention. The conclusions drawn indicated that ability group-
ing does not necessarily serve individual differences. Further, this 
type of grouping tends toward uniform instruction. Washburne explained: 
Ability grouping usually assumes first, that intelli-
gence quotient and school progress go hand in hand, and 
second, that a child who is good in one subject is good 
213Kilpatrick, "Definition of the Activity Movement To-day," 
The Activity Movement, op. cit., p. 45. 
214John Dewey, op. cit., p. 83. 
in all. While both these statements a~e often true, both 
are also often false.215 
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The attempts to individualize, or at least to vary traditional 
patterns, have never met with ~eneral approval. By and large, even 
today, with increased knowledge of measurement and the psychology of 
learning, uniform instruction doggedly persists. Many reasons have 
been forwarded. for this condition, among them the following: 
1. Inertia of tradition 
2. Inadequate training of teachers 
3. Failure of materials 
4. Attacks from conservatives 
5. Swing toward a "pupil-cente~ed school" _and group q.~tivity 
6. Plans of ability grouping. 
Like~ise~ there ~s a reluctance to innovate school practice due 
to a fear that the discipline of classrqom organization would dim~ni~h. 
Especially in the activity programs was this fear evinced.. To this ob-
jection, Mor~iso~ countered: 
The fear that the activity program might ~end to culti-
vate a certain lack of respect for authority seems to rest 
solely on observed behavior of children in the early stages 
of transition. from outward control by the teacher to inner 
self-control.216 
Evelyn De~ey likewise connnented on these protests: "The problem 
of general discipline appears to be solved. Even in the earliest weeks 
215washburne, "Data on Ability-Grouping from Winnetka," Adapting 
the Schools to Individual Differences, op. cit., p. 153. 
216Mo . . •t 163 r~~son, op. c~ ., p. • 
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of our work under the plan ffialtog7, the atmosphere o'f orde:r: and quiet 
217 industry was truly remarkable." 
It is realized, of course, that many difficulties need to be 
overcome before a well-established program of individualized instruc-
tion can function; the need of overcoming the fear and feeling of in-
secu~ity on the part of traditionally trained teachers newly exposed 
to individualized methods, the guidance problems in the transition from 
i~posed to self-control, and lastly~ the difficulties in dealing with 
teachers and pupils devoid of initiative who care little for responsi-· 
bility and less for creative thinking. 
"From this early beginning of scholastic effort [Ancient_Chines~/ 
until recent times, fear and compulsion have.been conspicuous elements 
218 in the school and passive acceptance a natural corollary." 
The noteworthy researches bear testimony, however, to the ef-
fectiveness of individualized programs. Though steeped in traditional 
status quo, isolated instances of success have given promise of invig-
orating future school practice. 
The major researches show~ in general, that where schools 
have adopted newer educatienal practices, the children lea:r:n 
as much of the ordinary school subjects as they would ether-
wise have learned. • • • In general, the evidence ahows con-
vincingly that the new methods do not result in a loss of 
academic preficiency in the usual schoel subjects~ an~ that, 
where any measures have been applied, there is a definite gain 
217Evelyn Dewey, op. cit., p. 79. 
216woedy, op. cit., p. 9. 
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in terms of initiative, skill in dealing with problems, knowl-
edge of contemporary world affairs, and social participation.219 
k . 220 M . The New Yor exper~ment, Santa on~ca and'Pasadena pro-
221 222 grams, and the Los Angeles experiment all indicate that activity 
programs, individual in nature, may be continued and improved with 
reasonable assurance that children ~ill gain as thorough a mastery of 
knowledge and skills as they would under regular programs. 
~he results of these programs, however, are open to some crit-
icism. Turney reported: 
Practically all the experimental studies which have been 
reported are open to criticism on some score. First, the . 
control of teaching m~thod and of content in order to secure 
uniformity in certain experiments, and in other experiments, 
to secure systematic variation, has probably not been satis-
factorily accomplished in any experiment.223 
It appears that measurement and experimental analysis have not 
divulged any verified results that clearly show the outcomes of activ.-
ity programs to be different from those of any other program. ~his was 
224 
reported by Haggerty, who also advised that no accurate definition 
could be given to activity programs since there was no measured descrip-
tion of its results. 
219Progressive Education Association, op. cit., p. 52. 
22~orrison, op. cit., p. 162. 
221p · Ed t · A . t. . t 27 rogress~ve uca ~on ssoc~a ~on, op. c~ ., p. • 
222Ibid., p. 32. 
223T "t 27 urney, op. c~ ., p. . 
224M. E. Haggerty, "Connnents and Criticisms by Some Educational 
Leaders in Our Universities," The Activity Movement, op. cit., p. 98. 
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225 226 d . d 1 Turney and Gates a v~se of the essentia need of a greater 
degree of measurement and controlled experimentation in programs of in-
dividualized instruction. Without such statistical data the outcomes 
of such endeavors may legitimately be questioned. 
To such need, this thesis is directed. 
225 Turney, op. cit., p. 26. 
226
.Arthur I. Gates, "Comments upon Relationships between the 
Activity Movement and the Measurement Movement," The Activity Movement, 
op. cit., p. 164. 
CHAPTER III 
PROCEDURE OF THE STUDY 
The Research Design 
The research design of the individualized program of instruction 
was concerned with two general areas of significance; 
1. Evaluation 
2. Classroom implement~tion of the program 
The sequential development of the various phases of the program 
followed a pattern of measurement of the school population of the con-
trol year, evaluation of teaching service to individual learning needs, 
the conduct of an individualized program in the skills and content 
subjects in the intermediate grades, followed by a testing program of 
pupil achievement in the experimental yea~ and an evaluation of experi-
mental year teaching services. 
Pupil Evaluation 
In June 1958 and June 1959, intelligence and achievement tests~ 
subject interest ratings, social distance ratings, and a school adjust-
ment inventory were administered to the pupils in grades four, five, 
and six. Comparisons of the achievement of pupils were to be made in 
those intermediate grade classrooms taught by the sgme teacher in both 
experimental and control years. 
Teacher Evaluation 
In May and June 1958 and the same months in 1960, all teachers 
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in the intermediate grades were interviewed in an attempt to determine 
the quality of classroom service to individual learning needs. Since 
the program was primarily concerned with a change in teqcher service, 
this scale provided a comparative device to analyze and evaluate the 
instruction prior to and subsequent to the individualized program. 
The Skills Subjects Program 
Initial emphasis toward improv~ng instructionwas concentrated 
on the skills subject areas of spelling, arithmetic, reading, and lan-
guage. Many of the learning experiences, interclass groupings, and 
methods of instruction used in these subjects were directly transfer-
able to the content areas; moreover, the subject matter and orderly 
sequence of these skills subjects are more readily adaptable to indi-
vidualized procedures. The individual progress rates encouraged in 
these areas provided the time for a more intensive program of enrich-
ment in the content subjects. 
The total program evolved in a subject-by-subject progression 
beginning with the definite proceddres for individualizing instruction 
in sp~lling and moving to the more complex patterns of classroom organ-
ization used in the social studies. 
Once the security in flexible class organization had been estab-
lished, attention was directed to the content areas of history, geography, 
literature, and science. The procedures of that program in terms of or-
ganization and evaluation are the more narrow concerns of this thesis. 
Evaluation of the Teachers 
The teacher interviews held during May and early June 1~8 were 
attempts to determine the amount and quality of classroom servic~. 
' 
provided for individual learning needs. Two interviewers, one ques-
tioning and both recording, s<7ored separate sheets for each teacher. 
This double sc0ring lent teliability to tbe evaluating instrument. 
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As was expected, teachers generally fell into categories labeled uni-
form instruction or incidental service. No teacher showed a marked 
tendency to provide adequate service for all individual needs. The 
interviewers, either university professors or supervisors trained in·· 
the laboratory class, changed interviewing assignments frequently to· 
afford greater reliability to the rating instrument. 
Since each teacher was to serve as her own control in this 
study, it was necessary to have adequate information relative to her 
teaching method, adjustment to classroom needs, and provision for in-
dividual differences. The teacher service rating scale provided this 
information (Appendix/£). 
Measurements of the School Population 
It was likewise necessary to have detailed information concern-
ing the school population involved in the study. A testing program for 
this purpose commenced in late May, 1958. The tests given each Dedham 
pupil in grades four, five, and six included: 
1. Kuhlman-Anderson Intelligence Test 
2. Metropolitan Achievement Test (complete battery) 
a. Grade four--elementary--Form R 
b. Grades five and six--intermediate--Form R 
3. Diagnostic Inventory of Language Skills 
a. Visual memory of word patterns 
b. Synonym context 
c. Recall 
d. Recognition of homophones · 
4. Individual Pupil Rating (Appendix C) 
5. Subject Interest Rating--informal scale of pupil subject 
interests (Appendix D) 
6. Social Distance Scale--Modified Bogardus (Appendix E) 
7. School Adjustment Inventory--Modified Eldridge Scale 
(Appendix F). 
Since the incoming fourth grade of September, 1958 was to be 
included in the study, the same measures were given that population 
with the exception of item 7 above. 
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In May, 1958, forms were sent to all parents of the pupils in-
volved in the study to determine their reaction to the school service 
afforded during the 1957-1958 academic year (Appendix G). These forms 
were not sent to the parents of the incoming fourth grade pupils of 
September, 1958. 
The evaluation of the teachers and the tests and measurements 
of the participating pupil population were concluded during June, 1958. 
The measurements of the incoming fourth grade were accomplished in 
early September, 1958. The interviewed or tested groups for the study 
thus included: 
1. Teachers--all teachers involved in the study--grades four, 
five, and six 
/ 
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2. Grade four--May~ 1958 
3. Grade five--May, 1958 
4. Grade six--May, 1958 
5. Grade four--September, ~958. 
The Introductory-Workshop 
In September, 1958, through the efforts of the superintendent 
and the cooperation of the school committee, a three-day workshop was 
conducted to orient the intermediate grade Dedham faculty with the 
philosophy, vocabulary, methods, and organization of the proposed pro-
gram of individual instruction. In addition to the already menti~ned 
activities, teachers were encouraged to give information concerning 
their willingness to institute various phases of the program (Appendix 
H). This information served as an initial guide to the two university 
research fellows who would work in the Dedham schools each day during 
the 1958-1959 academic year. 
One research fellow, Walter J. McHugh, was specifically inter-
ested in the skills subjects of the program, while the writer was most 
immediately concerned with the content subject areas. Both fellows, 
however, were initially concerned with the over-all progress of the 
plan, irrespective of subject area, and devoted their efforts toward 
creating security among the teachers and giving demonstrations of team-
learning techniques in any subject the teacher sought to individualize. 
The workshop served many purposes. It introduced the university 
personnel, created an atmosphere of enthusiasm and optimism, reassured 
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the Dedham faculty of the technical soundness of the plan, and re-
sulted in a rapport between elementary faculty, university personnel, 
and Dedham school administration, which were necessary prerequisites 
tu any such program being attempted. 
The Individual Instruction Program--
Initial School Visits 
It was determined as a result of the,Wallingford and Franklin 
training periods tha-t individual instruct.ion techniques should initially 
be conducted in the skills subject areas. It was felt that spelling 
and arithmetic, especially, lent themselves to both individualization 
and team-learning techni~ues. It was decided, then, that spelling 
would be the first area of concentration. The intermediate gratle 
faculty of the eight elementary schoo~were divided between the two 
research fellows: 
W. J. McHugh: Oakdale School 
Riverdale School 
Ames.Scho~l 
Dexter School 
J. C. Manning: Greenlodge School 
Quincy School 
Avery School 
Capen School 
This division. enabled the university fellows to c0rtcentrate 
their efforts within one building for the morning session and in 
another school during the afternoon class period; each school was 
visited at least twice each week for a period of two or more hours. 
In addition, daily meetings were held in two schools each day for a 
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period of one ho,ur at the end of the normal class day to clear up mis-
understandings, improve materials,, or organize new pt:.ocedures. These 
daily meetings, on the teachers' own time, were of inestimable v.alue. 
The. ·spe.lling program :was initiated by demonstrations conducted 
in one classroom in the presence of teachers of other rooms within the 
same building. These visiting·teachers would then return to their 
rooms and conduct similar classes under the super¥ision of the research 
fellow. Classes whose teachers. w~re. absent for the purposes of the 
demonstration were cove~ed by the p~incipa1 and/or combining classes 
w.i.thin <:me room. 
The aritJnnetic program and reading program (related to the basal 
reading sy.s"tem) were. institut,ed in the same manner. A detailed aecount 
of these a~tivities and the resAlts of those phases o£ the program may 
be faun~ in Walter J. McHugh's Boston University Doctoral Dissertation, 
"The Effect of Individualized Instruction on Achievement in Reading, 
Spelling,, Language, and Arithmetic." 
The Balanced Reading Program 
With the team-learning techniques used in the classrooms and 
the acceleration of pupils due to the individualization of skills in-
struction, much time was saved. Pupils, allowed to read their basal 
readers at their own rate, soon exhausted their content. Likewise, in 
spelling and arithmetic, brighter pupils wer-e saving time by not being 
exposed to· excessive drill.. This saved time was to be used for various 
enrichment purposes, the first being a balanced reading program. 
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Children often tangent their reading toward one specific item 
of interest to the exclusion of other w0rth-while topics. To avoid 
this situation) a balanced reading program was instituted to serve the 
reading needs of the brighter youngsters. 
The Dedham Public Library, through its director, Mr. Robert 
Woodward, and the children's librarian, Mrs. Peters, afforded us this 
oppo~tunity. Libra~y boxes containing books of specific interests 
were distributed to the sehools. These boxes contained books pertain-
ing to such topics as: 
1. Books by one author· 
2. Biographies 
3. Science 
4. Sports 
5. Mysteries 
6. Foreign lands. 
No .attempt was made to classify the books beyond the interest 
factor. These books were circulated among schools and among the inter-
mediate grade classrooms within each building. It was necessary to re-
arrange the daily schedules to suit this phase of the program. This 
was accomplished with but slight inconvenience. A sample of the letter 
accompanying each book box IDay be found in Appendix I. 
It was noted that this program increased library reading activ-
ity .significantly. Library authorities found that circulation in-
creased tremend0usly in those areas of interest. The circulation of 
the children's department doubled that of the 1957-1958 academic year. 
99 
This reading program provided advantages to all pupils. Aside 
from periodic comprehension and vocabulary ~hecks, the advanced pupils 
were able to enjoy their reading period unhampered by the slower pu-
pils. Further, they were able to pursue their own interests in books 
of quality. The teacher was thus able to devote added time to the 
teaching of the slow and average readers. Modifications of the oral 
reading pe~iod for bright pupils increased the amount of time the 
teacher was able to spend with those children who had special reading 
weaknesses of an individual nature. 
' . 
The enrichment reading program was not confined to independent 
activities, however. Choral reading of selected prose passages and 
poetry provided ample enrichment opportunities involving the entire 
class. Play reading and dramatizations likewise provided audience 
situations for whole class participation. These activities were an 
integral part of the reading program and provided opportunities for 
the improvement of oral and expressive reading. 
Consolidation Phases of the Program 
With each new phase of the program introduced, supervision of 
previous phases was intensified. The daily school meetings were con-
tinued; these were more critical than organizational in nature. If 
change of exis~ing ind~vidual practices was needed, change was effected 
either by the teacher under the supervision of the research fellow or 
by demonstration by the latter. In no instance ~as~ poor discipline or 
disorganization tolerated; attempts at individualization which fell awry 
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were started again under increased supervision and tighter teacher 
control. Though individualization of instruction was the aim of the 
pr0gram, it was understood by the Dedham elementary faculty that the 
means should not be mere individual activity with no direction or con-
trol. Adequate classroom discipline demands purposeful activity and 
pupil initiative governed by self-control; Dedham classrooms suited. 
this description. 
The constant supervision of the existing program by the prin-
' 
cipals and research fellows, the dail~.meetings concerning problems 
and changes of method, the demonstratio~s of better methods, and re-
organizational activities all served to consolidate the program int0 
a harmonious, disciplined, and directed learning environment .• 
The Social Studies Program 
It was understood that no marked changes would be made in edu-
cational materials during the course of the one-year study. The geog-
raphy textbooks and the history textbooks, Rand Mc~ally series, grades 
four, five, and six, were used in the study as th~y had been previously 
used in the Dedham schools. These textbooks served as the basic in-
structional tools for the purposes of the program. How these textbooks 
were suited to individual needs and adapted for classroom use is the 
subject 0f this section. 
By late October the skills subject phases of the program were 
operating efficiently. Attention was now directed to the content sub-
ject areas. The initial work of dividing the textbook into ~hapter 
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units with some degree of similarity between the geography lesson and 
history lesson was accomplished. This necessitated some rearrangement 
of ~he sequential oroer of chapters; likewise, it required some'dili-
gent efforts toward methods of adapting one text to the differing abil-
ities of pupils within the same grade. Several efforts were required 
to accomplish the task of individualizing this content subject area, 
Methods of individualizing instruction for superior learners. 
Though acceleration and rapid progress rate are allowable in the skills 
subject areas, no such accommodation can sensioly be made with content. 
subjects. Certain learnings, which are the result of interchange of 
4deas and social relationships within the classroom, are a necessary 
part of social studies instruction. Though skills learning is neces-
sary in this area, many other attendant enrichment activities require 
all students to be studying common subject matter. It was necessary, 
therefore, to devise some method of allowing bright·youngsters to cover 
the assigned material in an efficient manner, yet allowing maximum op-
portunity for. self-direction and initiative wherever possible. For 
this purpose advanced study guides were produced. 
The first s-tep in the development .o.f adequate guide material 
was the presentation of a town-wide demonstration to show the effective-
ness of advanced study guides using team-learning techniques. This was 
accomplished in early November, 1958. At this meeting sample guides 
were distributed along with assigned chapters for the development of 
needed materials. Each teacher in each building was arbitrarily as-
signed a chapter in the text, from which a comprehensive study guide 
~aston University 
Sobool of Education 
~Ubra17. 
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for bright pupils was to be developed. This assignment of chapters 
may be found in Appendix J. 
The guide prepared by the experimenter was demonstrated under 
critical evaluation uf the teachers. Different types of questions and 
activities were added to a master list distributed to the teachers for' 
their use in compiling their assigned study guide. This sharing of 
~ 
ideas among teachers added to the variety of questions included in the 
guides, samples of which may be found in Appendix K. 
The purpose of these self-directing guides was to allow talented 
students to cover the assigned material at their own speed, yet be able 
. 
to acquire enrichment possibilities from the teacher and share their 
knowledges with slower youngsters studying the same material. 
Once the sample guide was demonstrated, the teachers began to 
prepare guides which could be shared by other teachers in other build-
ings. In all, forty-four such guides were developed, mimeographed, 
and distributed to Dedham pupils. The publication and distribution of 
these guides required a month of concerted effort by the office staff 
of the superintendent of schools. 
During November and December, work progressed on the develop-
ment of these guides. Daily school meetings were held to proofread and 
critically evaluate each guide before distribution. The earliest guides 
were in use by the third week of November. Subsequent guides were pub-
lished until all the grade texts were adequately covered. The final 
study guides were distributed in January, 1959. 
These advanced study guides were characterized by many differ-
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ent activities and learning situations: 
1. ''How" and "why" discussion questions 
2. Encyclopedia and reference reports (oral and written) 
3. Projeet assignments in map making, charts, etc. 
4. Outlining of textbook fact eontent 
5. Written summary report 
6. Questions involving critical and elaborative thinking. 
In mueh the same manner as the skills subjeets, daily history 
and geography demonstrations were given. The intelligent use of the 
study guide was the initial phase of this program. Teams of three to 
\ 
five students worked on each guide, group leaders were ut.ilized, re-
ports assigned, discussions, hel.d; the enti;re guide program was directed 
toward more independent work on the part of superior students. At any 
time, however, the teacher could interrupt the independent activity to 
discuss a common problem, to share ideaa, or to present an enrichment 
activiby. Most often the superior students would work alone or in 
small groups; it was not uncommon, however, to find them heterogeneously 
grouped with inferior students for discussion purposes. 
As in the other subjects of the program, flexibility of organi-
zation was· an ever-p~esent byword. 
The study guides were further characterize~ by a large amount 
of reference study. Outside materials, encyclopedia, and library re-
sources were utilized to add greater scope to each topic. A complete 
. 
program of pupil specialties (comprehensive audio-visual reports) was 
organized. This program will be discuss.ed in a later section. In all, 
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the responsibility for self-di~ection and individual initiative was 
heavily placed on the superior. students. It was felt that the dis-
ciplines of good study habits, social exchange, and pride in scholar-
ship could best be dev~loped using this individual approach to the 
factual knowledges of social studies. It was further concluded, how-
ever, that many other social learnings were necessary for an adequate 
program; for this r,eason, acceleratian was noE permitted. The scope 
and depth of the assigned subject became the quantitative measure of 
superior students .. 
It should be emphasized, however, that the adminis·tration of 
the .advanced study guides was a matter bf the personal preference of 
th~ teacher. In the daily school meetings, departure from the basic 
guide was encouraged. Teachers were allowed to add or delete activ-
ities from the guides to suit :i:ndividual ne·eds or to acconnnodate newly 
discov.ered interests. The use of the guides, though encouraged, was 
not a r.eq;uisit.e fo.r a successful program; it might be added, however, 
that all tea~hers used the guides. 
The activi.ties and responsibilities of the program for superior 
students might be ·capsuled as fol.lows: 
1. Small group team-learning activities using advanced study 
guides with the basal text, supparted by advanced reading 
of a reference nature 
2. Classroom par.ticipat,ion in all discussion ar sharing periods 
3. Specialty reports, either individual or team, assigned in ad-
;vance of the date when they would fit into the subject under 
10~ 
consideration 
4. Review activities, accomplished in pairs 
5. Special teacher i~struction in skills pertaining to' social 
studies; map reading, time and distanc~ skills. 
Methods of individualizing instruction with students of average 
capability. It was anticipated that some average pupils might, under 
certain favorable conditions, be able to effectively use the advanced 
study guide. It was further determined, however, that overaepenaence 
on study guides might give a false security to the program. ~hough 
the use of the advanced study guide with this group was not prevented, 
it was discouraged. 
In most instances, individual teachers compiled study guides of 
a simple or informal.nature (Appendix L). These guides were less ab~ 
stract than the advanced guides and were used as an adjunct to the main 
program. Team-learning techniques were used in the completing of these 
guides by the students. 
The study guides used with this average group contained examples 
of the following activities: 
1. Completion-type exercises 
2. Fact outline exercises 
3. Group map exercises 
4. Classification exercises for review 
5. Small group r~adi~g activities 
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The main emphasis with this group was on the pupil acquiring 
greater skill in the intake of ideas and· subsequent recall skills. 
Take-your-turn reciting procedures were eliminated and small group 
learning activities were substituted. The program was characterized 
by almost daily changes in the techniques of grouping and teaching. 
Some examples follow: 
First Day--Study guide assignment completed by pairs; self-
correcting. Teacher review of assigned material by use of multiple-
response techniques. 
Second Day-- Small group discussion period centering around 
causes or effects of some historical happening. Teacher-led culminat-
ing discussion to compile common listing. 
Third Day--Map exercise, initial presentation by the teacher 
followed by individual map work or small group map assignment. 
Fourth Day--In two's or three's, children ~rally read the as-
signed paragraphs; word consultants from the superior group would be 
used. Questions to be answered by the group could be asked by the 
reader. Correction immediately follows the assigned reading. Teacher-
led general discussion follows. 
Fifth Day--Participation in a whole class activity or prepara-
tion of individual or team reports. Story hour related to the subject 
under study or preparation of a play centering around some historical 
event. 
Study guides were prepared for this group; specialty reports of 
a small group nature were also used effectively. Vocabulary aids, es~ 
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pecial1y word classification cards, were often utilized. Systematic 
reviews us~ng multiple-response cards were often employed, 
Though the textbook served as t~e basic instructional material~ 
excellent librarcy resources were also utilized with this group. The 
advanced study guide used by the superior students resulted in added 
time for the teacher to concentrate on this average group. 
The Erogram of individualization for these pupils is briefly 
summarized: 
1. Teams of two or three use study guide with basic text 
2. Participation in discussion, pupils of equal or unequal 
ability in groups of three to ~ive 
3. Systematic fact and concept review, teams of two using word 
classification or review cards 
.4 •. Specialty reports, generally in teams, .assigned in advance 
of presentation 
5. Emphasis on skills training and greater teacher direction 
in the learning activities. 
Methods of individualizing instruction for low achievers. There 
was no question that the social studies materials in use were too dif-
ficult for the individual pupils in this group. Definite adaptation 
of the ~terial was necessary. This adaptation was accomplished by: 
1. Increased emphasis on the vocabulary development 
2. Elimination of paragraphs in the text which were nonessential 
or generally abstract in nature 
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3. Increased use of s'imple~ prepared notes for the f·actual learn-
ing 
4. Oral presentation by the teacher 
5. Increased direction in discussion periods 
6. Substitution of activity work; map making, model building, 
and assisting in specialty presentation. 
These adaptations in no way implied less participation in the 
class acti~ities by the group; rather, they meant the sensible approach 
to modifying the text or eliminating it as the need appeared. 
Children in this group tend to learn more through auditory 
means; the'ir participation, therefore, in all whole cla·ss activities 
was essential. Contrary to what might popularly be assumed, these chil-
dren were excellent participants in all discussion periods and tended 
to excel in the activity periods, especially in the preparati~n of 
models and dramatic presentations. 
There was a definite tendency for the teacher to devote too 
much time to this group. Though·this group needed the teacher's direc-
tion, it could have been used to better advantage in directing the 
learning of the brighter groups. This does not imply the teacher's 
neglect of the low group; it does, however, indicate that in the con-
tent subjects some bette·r balance of the teacher 1 s time had to be found:. 
It must be assumed, though the assumption seems rather undemo-
cratic, that low achieving children do not need the same type of in-
formation needed by superior students, nor in the same quantity; it 
must likewise be remembered that in the content subjects greater teacher 
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attention mu~t be paid to enrichment activities and assignmentB of a 
research or reference nature for the academically talented. 
T!J.e program for youngsters in this group might be summarized 
as follows: 
1. If reading ability is very low, oral presentation by the 
teacher or superior students 
2. Use of simple suudy guides to check comprehension 
3. Adequate, fystematic vocabulary practice 
4. Specialties program carefully directed by the teacher. 
The Curriculum-Related Specialties Program 
The curriculum-related specialties program of the Dedham Plan 
was favorably encouraged from several sources. ~he preparation of a 
.Specialties Guidebook (Appendix M) was accomplished by Walter J. McHugh. 
This guide directed the pupils toward the successful completion of their 
assigned tasks. 
A pupil specialty, simply understood, is a project of consider-
able duration, using outside resources, combining audio-visual ~edia, 
which is presented to the class as an essential element of the subject 
under study at a particular time. It is essentially utilized by high 
achievers as a necessary broadening educational task; its use is, how-
ever, by no means restricted to that group. 
The pupil specialty program of the Dedham. Plan was both prodigious 
and enlightening. In the final reports submitted py teachers, no less 
than 1200 different specialties were listed. Of this number, some per-
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tained to history, others to geography, while still others were scien-
tific in nature. Some of these reports were individual assignments, 
others were team prpjects; all bore some definite relationship to the 
school curriculum; all were of inestimable educational value to the 
children who heard and saw them. ·It cannot be ov:eremphasiz·ed how im-
portaRt these contributions were to the total program. 
Genera-lly, these reports were limited to ten minutes 1 duration. 
This restriction was enforced to eliminate muc~verbalism which might 
not have any learning value. .Pupil·s were constantly encouraged to use 
audio-visual materials to effectiv.ely present their topic; such mate-
rials cuuld then be left for further study by the class at other times. 
To prevent the specialties program from becoming a talking-
hearing situation only (though in most case·s this precaution was tm-
necessa:t:y), a testing p.eriod followed the report. This test, .either 
oral or written, queried the listeners; they, in turn? evaluated'the 
presentation from the viewpoint of poise, thoroughness, and clarity. 
This reciprocal criticism served to heighten interest and improve pre-
sentations. 
Parental interest and participation in the ~reparation of these 
reports were encouraged. It was felt that this common task, essential 
and purposeful, would enhance family social relationships. It would 
further previde opportunities for parents to be more conversant with 
the child's academic work. Most parents did, in fact, participate 
wholeheartedly in this program; the quality and thoroughness• of many 
reports indicated that parental interest was· high. The many anecdotal 
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episodes involving parents and specialty reports indicated wholesome 
home-learning situations. 
The advantages of the pupil specialty program were readily ap-
parent. It afforded the child who gave the report an opportunity to 
exercise his initiative in the completion of a purposeful assignment. 
This initiative was further rewarded by the admiration received from 
classmates as a result of a talk well done. The child practiced self-
discipline and used many study skills to compile his· information. He 
had been given the chance to practice oral language and organizational 
skills; in all~ his specialty afforded individual educational benefits 
far in excess of what ordinarily might be received. 
For the listeners, many advantages accrued. Each child shared 
in the interest of another, each child was exposed to the information 
which the reporter collected. All the children benefited from seeing 
the techniques of presentation, and new interest areas were op.ened. 
Such reports were likewise a refreshing change from textbook masterJ. 
The poor reader, especially, benefited from such a program. 
Hampered by the lack of reading skills and thwarted in his attempts to 
pursue an interest by his reading disability, he found, in the specialty, 
auditory satisfaction and an excellent avenue to knowledge. 
This integral phase of the program afforded many c·hildren oppor-
tunities for new knowledge. Specialties of particular merit, and there 
were literally hundreds, were shared among classes and among schools. 
The enthusiasm for excellent presentation characterized the entire pro-
gram. 
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Audio-V,isual Enrichment Aids 
As an adjunct to the social studies and science courses of 
study~ the Dedham public schools film program and the Boston University 
film library lent added significance to the program. Reference is 
again made to Appendix J. 
Each history and geography unit was supplemented by suggested 
special filmstrips and films which were particular to the subject under 
study. 'The films were available on an "on call" basis to teachers who 
desired them. Though this phase of the programwas utilized~ Eany 
factors inveighed against its optimum use. 
In one grade the social studies television program consumed one 
period plus of each weekis schedule. This program, though well-inten-
tioned, added nothing of significance to the course of study. It was 
in effect, however~ before the Dedham Plan cummenced. 
It was found that the specialty program produced far more last-
ing and interesting results than the audio-visual program. Possibly 
the enthusiasm for the specialties militated against the strictly nar-
rative-type film. 
Difficulties of scheduling films among the schools at the proper 
time caused much concern. This was further complicated by a transpor-
tation and collection problem. 
It was felt after many inconveniences that the program should 
be modified on an individual teacher basis. As each teacher desired a 
film, it was scheduled in that room. 
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In the area of science, however, the Dedham schools maintain an 
excellent filmstrip library within each building. In this instance, 
audio-visual aids became an integral part of the program. 
The Social Studies Program in Operation 
The charts which follow indicate the sequential development of 
a unit of study and show organizational patterns of the various g~oups 
in the learning process: 
T •••••••••• Teacher 
H •••••••••• High Achiever 
A •••.•••••• Average Achiever 
L •••••••••• Low Achiever 
The initial classuoom organization for a unit in history might 
look $Omething like this: 
T 
H A L L A H 
A L H H L L 
A L A A A H 
H A L H A L 
Figure 1. The class would be heterogeneously grouped for the 
introductory remarks by the teacher. This organization is also used 
for the hearing· of specialty reports, dramatic· readings, enrichment 
activities of various kinds, and for any whole class situation the 
teacher desired to create. 
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Figure 2. This organizational pattern was used in pupil planning 
activities ·or in discussion periods where heterogeneity was desired. 
This pattern necessitated the teacher's constant attention to the needs 
of each group; she circulated among the groups giving assistance, en-
couragement, or criticism where needed, This pattern is very favorable 
for low-achieving pupils, as it affords listening opportunit~es and 
allows them to participate in the oral language phases of the program. 
' 
@ 
L L L 
L L L 
L L L 
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Figure 3. This organizational pattern and the many variations 
it allows shows the high achievers working in three's on advanced study 
guides. The average .achievers used paired practice in review activ-
ities, while the low achievers received dirE;?ct vo.cabulary help from. 
the teacher. 
Combinat~ons and variations of the simple patterns illustrated 
above were heavily employed by most teachers4 The organization.Mas 
extremely flexible, dep~nding for its pattern on the purpose of the 
lesson or the needs of the learners. It was stressed that no stable 
patterns existed; the degree to which the teacher departed from uni-
form instruction dete~mined the composition of the groups. 
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The Science Program 
The science program, as originally conceived, was not unlike 
the social studies organization for instruction. In some instances 
the same grouping procedures were used. In two grades, however, the 
fifth and sixth, the science program was sharply controlled by the 
television offerings in this field. This situation likewise existed 
before·the Dedham Plan began. 
One of the first assignments accomplished.was a complete in-
v.entory of science materials, textbooks, and laboratory equipment. 
The survey indicated that many schools had excellent science resources, 
while others were of adequate quality. Science kits, filmstrips, and 
charts were found throughout the system. Three schools held science 
fairs of significance, while another school was purchasing new books 
and equipment. 
To facilitate the·early adoption of procedures, a town-wide 
meeting was held to discuss the science program; though it was realized 
that little time was afforded this subject in the weekly schedule (one 
hour), some form of individualization was necessary. 
The science program was implemented largely through a specialties 
program centering about such topics as: 
Grade IV 
Sulphur in Mexico 
Salt 
Dinosaurs 
Glass 
The blood stream 
,Skeletons 
Pasteurized milk 
Dragonflies 
Submarines 
Rubber 
The sun turtle 
Tulips 
Field ants 
Weeds 
Thermometers 
Kinds of sugar 
How air mov~s 
Insects are animals 
Aqueducts 
Silkworms 
Molds 
Polaroids 
Rayon 
Mica 
Grade V 
Superstitions 
about insects 
The changing land 
Tin ore 
Crystals 
Asbestos 
Earth's magnetic 
field 
Life cycle of the 
re£1. ant 
Chemical indicators 
Copper plating 
Elevators 
Steel 
Plastics 
Bullets 
Tree diseases 
Flowering shrubs 
Whales 
Gila monster 
Beef 
Echoes 
Ambergris 
Diesel engines 
Nitrogen 
Life of a hamster 
Solar halo 
Grade VI 
Volcanoes 
Earthquakes 
.Missiles 
Solar system 
Sound 
Insects 
Fungus 
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Hydroelectric power 
Lichens 
The circulatory system 
weather forecasting 
Moths 
Cellulose 
Perching birds 
IGY 
Steam engines 
Strange fish 
Measuring time 
Metric measure 
Levers and wedges 
Fabrics 
Finger printing 
The dry cell 
Birds of prey 
In two classrooms attempts were made to combine science and 
social studies; aside from the study of magnetism and weather, no such 
combination seemed feasible. Preliminary work was accomplished, how-
ever, on combining those subjects~ especially through the efforts of 
Dr. Pearl Ne!son of the Boston University School of Education. 
The resulting science program was a compromise between what 
could have been accomplished and what was necessary to be accomplished 
under the television scheduling. 
Through the kindness of Mr. Scribner, some excellent science 
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reference books were purchased for the intermediate grades. Different 
sets of books for different rooms, to be exchanged among them~ were 
distributed early in 1959. These additional books added immeasurably 
tcr the specialties program. 
The science resources of the Dedham Public Library were also 
heavily used in the schools. Science books, which normally would be 
part of the circulating editions, were placed in reference sections~ 
thus insuring their presence in the main library when needed for a 
project. This type of cooperation enabled the science program to be 
most individual in nature. 
The teaching techniques employed most frequently in this sub-
ject area were individual specialty reports~ paired practice for re-
view, study guides for textbook mastery, and small group discussion. 
Elaborate use was also made of the excellent audio-visual material of 
the Dedham Public Schools. 
Pupil Progress and Supervisory Reports 
Several impeding factors are always cited relative to programs 
of individual instruction. Traditionalists assert that knowledge of 
the child's academic whereabouts is impossible under individual plans; 
they further imply that supervision of the teacher is restricted by 
too much pupil activity and too little teacher instruction. The re-
buttals to both observations are readily apparent, though not always 
appreciated. 
In the former case it is not necessary for the teacher to know 
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exactly where the child is as long as the child knows where he is; 
general knowledge is needed, however, and progress charts, simple in 
nature, may be used for this purpose. One form of many different 
types actually used in this study may be found ~n Appendix N. 
The latter observation, concerning teach~r supervision, is ob-
viously false. Excellent teaching consists in teaching to actual need • 
. Excellent teaching is likewise predicated of the learner; the degree 
to which the teaching affects the learner is the evaluative criterion 
of its effectiveness. 
To facilitate teacher supervision, a supervisory report form 
was printed, with emphasis on the five areas of pupil need and provision 
fon those needs (Appendix 0). This report was filled out by there-
search fellow, in company with the principal of the school, after an 
observation period of approximately one hour. 
The purpose of this report was threefold: 
1. It indicated to the teacher the degree of her teaching 
effectiveness. 
2. It indicated to the principal the level of pupil accomplish-
ment within each of his grades. 
3. It indicated to the research fellow the needs of the teac~er 
relative to technique and/or materials. 
This report was used after the entire program was in operat~on 
and served to consolidate and tighten the disciplines within each room. 
Initially it was filled out by both principal and researcher, then dis-
cussed with the teacher. Latterly, however, it was used by the ~rin-
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cipals within ~ach building when they as~umed full r~sponsibility for 
tne program, 
The report on pupil progress was used primarily to sys~ematically 
orga~ize the program at desired intervals. This report, completed by 
the teach~r i~ each grade, reassured her as to the academic whereabouts 
of h~r pupils, Its ~se was not intended to restrict the program; rather 
it was us.ed as an organizational device for safeguarding curriculum 
coverage. 
Both of these reports had a rea~suring effect on the individual 
school, ctdmin;i.stratj,on and the resear~hers. These reports showed the · 
areas where new or additional materials would be needed and showed the 
need for further demonstratiqn in certain subjects .• 
In the latter stages of the program ea~h principal completed one 
form per day~ It ·was hoped that this responsibility would highlight 
the a~sumption, by the principal, of the educational leadership within 
each bui~ding. It was likewis~ felt by the superintendent that the 
main concern of the principal was the teaching effectiveness of the 
teachers in his charge. The use of this form helped reinforce this 
attitude~ 
Other Aspects of the Dedham Plan 
Since this thesis is one of four directly relating to this 
Dedham study, some mention must be made of other phases of the program 
which were fun~tioning prior to, or concurrently with, the content sub-
ject aspect of the tota~ plan. The skill subject phases directly af-
fected other phases of the progr~m rel~ted to the content subjects, 
social-personal relationships, and teacher supervision; in turn, the 
skills program was affected by the other three. 
D.ue to the rapid acceleration of pupils in spelling and ,arith-
met.ic, provisions had to be made to properly budget the saved till),e; 
in addition, new ma.terials had to be used. In this connection many 
provisions were made. 
The use of classification cards, employing the applied phonics 
technique with pa.ired practice, was encouraged when the spelling lists 
were exhausted; likewise, personal spelling list.s and content subject 
spelling lists were constructed. 
Classification cards directly related to th~ content subjects 
were made by many t.eachers and exchanged within buildings. 
French, Spanish, and German were introduced during the second 
semester. This language instruction was for both whole clas.s and ac-
celerated students. No attempt was made to control the technique; in-
formal. and conversational methods were encouraged. 
The publication of newspapers, dramatic presentations, and a. 
full program of pupil specialties added color and excitement to the 
program. The time for these activities came from the time saved by 
skills acceleration. 
Dur·ing the second semester the Dedham teachers and pupils were 
fully acqua~nted with the procedures and techniques of team-learning 
and individualized instruction. The Dedham schools thus became a 
training and demonstration center for university students, experienced 
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tea~hers) and sup~rvisory personnel. In this instance, however, demon-
stration of p~ocedures and materials was handled completely by the 
Dedham staff. On many occasions these de~onstrations were conducted 
outside of Dedham, using school facilities of other systems. 
These demonstrations were not prepared for the occasion; they 
were conducted as a continuance of the existing program. The children 
did not) therefore) mi$s any sch~oling due to their presence at demon-
strations. It appeared) moreover, that their lessons were betEer pre-
pared and their presenEati9ns more exact due to theic pride ~n observed 
accomplishment and the opportpnity to display theiA newly acquired 
team-learning skills. 
The Dedham teachers likewise reqeived added,professional ~tature 
due to demand·for their teaching services. The schools w~re visited 
daily by school personnel frommariy states who were seeking new ways 
to improye their own practices. All of these v~sitors rece~ved imm~as­
urable help and assurance from thpse Dedham teache~s who.had experi-
enced the shift tram uniform to individual inst~uction and had gained 
confidence from this experience. 
this section was intended to point out that no phase of the 
plan wa~ conducted in isolatio~ from the others. Though the results 
reported in this thesis will deal directly with the content subjects) 
it must be understood that this phase was completed in conce.rt wit~ 
other activities, all of which tended to result i~ a toe~l program 
known as the Dedham Plan. 
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The Final Testing Program 
The same classrooms measured in May and September, .1958 were 
measured in May, 1959. These results were compared td the achievements 
of pupils taught by the same teachers after they had been given tech-
niques for serving the learning needs of pupils. 
The measures given in May, 1959 included: 
1. Metropolitan Achievement Test (full battery) 
a. Grade four--elementary--Form T 
b. Grades five and six--intermediate--Form T 
2. Diagnostic Inventory of Language Skills 
a. Visual memory of word patferns 
b. .Sy:tionym context 
c. Recall 
d. Recognition of homophones 
3. Subject Interest Rating--informal scale of pupil subject 
interests 
4. Social Distance Scale--Modified Bogardus 
5. School Adjustment Inventory--Modified Eldridge Scale 
6. Teacher evaluat~on of the program (Appendix P). 
7. Parental reaction to school service. 
In addition, all tea~hers were again interviewed and evaluated, 
using the same techniques and forms as in the previous year. 
To evaluate the program from the teachers' viewpoint, a "Teacher 
Evaluation of the Program'' was added to the previous year 1 s measures. 
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This evaluation was accomplished to indicate the anticipated needs for 
continuing the Dedham Plan beyond the experimental and research year • 
• 
I 
I 
CHAPTER IV 
.ANALYSIS OF THE DATA 
Experimental and Control Populations 
The Dedham program was a two-year study. The control total pop-
ulation consisted of those intermediate grade pupils attending classes 
during the 1957-1958 school year. The experimental total population 
consisted of those fourth, fifth, and sixth grade pupils attending 
classes during the 1958-1959 school year. 
The intermediate grade total population for the two years during 
which the study was conducted is presented in Table 1. 
TABLE 1 
DESCRIPTION OF THE INTERMEDIATE GRADE TOTAL POPULATION 
Classrooms 
Children 
Grade 4 
1958 1959 
15 
384 
15 
366 
Grade 5 
1958 1959 
16 
431 
16 
372 
Grade 6 
1958 1959 
16 
373 
16 
436 
Total 
1958 1959 
47 
1188 
47· 
1174 
The teacher-controlled population is described in Table 2. 
Classrooms 
Children 
TABLE 2 
TEACHER-CONTROLLED POPULATION 
Grade 5 
1958 1959 
9 
209 
9 
206 
Grade 6 
1958 1959 
14 
374 
14 
374 
Total 
1958 1959 
23 
583 
23 
580 
There were 47 intermediate grade classrooms in Dedham. The 
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achievement tests used to compare the experimental and control popula-
tions, Metropolitan Achievement Battery Forms R. and T., do not meas-
ure so~ial stu~ies, geography, hi~tory, literature, or science achieve-
ment for fourth grade_pupils. The teacher-controlled population was 
therefore limited to fifth and sixth grade pupils in those classrooms 
where the same teacher taught both the experimental and control years • 
. Changes in teacher personnel reduced the number to 23 classrooms. Only 
teachers who returned to the same school and grade could be used for 
the statistical analysis of the control and experimental populations. 
These classrooms are referred to as teacher-controlled classrooms. 
General Comparison Techniques 
The pupils were drawn from the same population both years. 
Socio-economic status, home emphasis on education, parental attitudes 
toward school, and other community and home factors affecting pupil 
achievement would be approximately the same. 
Each teacher served as her own control so personality qualities, 
intelligence, educational background, and other factors which might re-
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late to teaching success could be considered constant. No changes were 
made in the general administrative and local supervisory practices, time 
schedules, curricula, or basic.textbooks during the two years of the 
study. Any major ch~nges would be in the service to the learning needs 
uf pupils. 
Table 2A shows the distribution of teacher scores on the teacher 
service rating scale for both the control and experimental years. 
76 - 78 
73 - 75 
70 - 72 
67 - 69 
64 - 66 
61 - 63 
58 - 60 
55 - 57 
52 - 54 
49 - 51 
46 - 48 
43 - 45 
40 - 42 
37 - 39 
34 - 36 
31 - 33 
28 - 30 
25 - 27 
22 - 24 
No. 
M 
S.D. 
TABLE 2A 
DISTRIBUTION OF SERVICE RATINGS OF TEACHERS 
IN 23 TEACHER-CONTROLLED CLASSROOMS 
1958 
1 
2 
3 
9 
6 
2 
23 
29.39 
4.54 
1959 
3 
3 
1 
4 
1 
"4 
2 
1 
3 
1 
23 
62.32 
11.99 
I 
128 
A comparison of the distribution of ratings in 1958 and 1959 
shows that eyery teacher in 1959 rated above the single highest teacher 
in 1958; a mean difference of 32.93 points on the rating seal~ scores 
indicates that there were substantial teacher services changes in all 
subject areas. 
Analysis of Achievement Data 
It was the purpose of this study to determine bhe effect on 
pupil achievement of a change in teacher service. The areas of change 
were concerned with improvement in the individualization of instruction 
and dealt with specific suggestions in regard to 
1. Levels of ability 
2. Rate of progress 
3. Special skills weaknesses 
4. Self-direction and initiative 
5. Enrichment. 
The data were analyzed according to subject area, and compari-
sons were made between the achievement scores of the 1957-1958 control 
population and the achievement scores of the 1958-1959 experimental 
population. 
The following analyses were made: 
I. Total Population 
A. A comparison of chronological ages between the 1958 and 1959 
populations 
B. A comparison of I.Q. scores between the 1958 and 1959 populations 
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C. Achievement comparisons between the 1958 and 1959 populations 
in 
1. Combined Social Studies 
2. Literature 
II. Teacher-Controlled Classrooms .· 
A. A comparison of chronological ages between the 1958 and 1959 
populations 
B. A comparison of I.Q. scores between the 1958 and 1959 popula-
tions 
C. Achievement comparisons between the 1958 and 1959 populations 
in 
1. Combined Social Studies 
2. History 
3. Geography 
4. Literature 
'5. Science 
III. I.Q. Level (120 and above) 
A. A comparison of chronological ages between the 1958 and 1959 
populations 
B. A comparison of I.Q. scores between the 1958 and 1959 popula-
tions 
C. Achievement comparisons between the 1958 and 1959 populations 
in 
1. Combined Social Studies 
2. History 
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3. Geography 
4. Literature 
5. Science 
IV .. I.Q. Level II (96-119) 
A. A comparison of chronological ag~~ between the 1958 and 1959 
populations 
B. A comparison of I.Q. scores between the 1958 and 1959 popula-
tions 
C. Achievement comparisons between the 1958 and 1959 populations 
in 
1. Combined Social Studies 
2. History 
3. Geography 
4. Literature 
5. Science 
V. I.Q. Level III (95 and below) 
A. A comparison of chronological ages between the 1958 and 1959 
populations 
B. A comparison of I.Q. scores between the 1958 and 1959 popula-
tions 
C. Achievement comparisons between the 1958 and 1959 populations 
in 
1. Combined Social Studies 
2. History 
3. Geography 
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4. Literature 
5. Science 
VI. Boys 
A. A comparison of chronological ages between the 1958 and 1959 
populations 
B. A comparison of I.Q. scores between the 1958 and 1959 popula-
tions 
C. Achievement comparisons between the 1958 and 1959 populations in 
1. Combined Social Studies 
2. History 
3. Geography 
4. Literatur~ 
5. Science 
VII. Girls 
A. A comparison of chronological ages between the 1958 and 1959 
populations 
B. A comparison of I.Q. scores between the 1958 and 1959 popula-
tions 
C. Achievement comparisons between the 1958 and 1959 populati0ns in 
1. Combined Social Studies 
2. History 
3. Geography 
4. Literature 
5. Science 
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Table 3 shows the comparison of the chronological ages of the 
total population in 47 classrooms. Comparisons were made ·between the 
1958 and 1959 groups according to grade level. 
TABLE 3 
CHRONOLOGICAL AGE--TOTAL POPULATION 
.(47 CLASSROOMS) 
Grade Group No. Mean S.D. S .E.m Diff. S.E.diff. C .R. 
4 1958 378 118.26 5.65 .29 
.05 .43 .12 4 1959 345 118.21 5.87 .32 
5 1958 407 129.99 5.41 .27 
.12 .4 .30 5 1~59 332 130.11 5.46 .30 
6 1958 358 141.86 5.46 .28 
.22 .4 .55 6 1959 386 142.08 5.57 .28 
Comparisons of chronological ages of pupils were made at the 
three grade levels, four, five, and six, for both the 1958 and 1959 
pppulations. The mean differences in chronological ages (in months) 
were .05, .1,2, and .22 for grades four, five, and .six, respectively, 
yielding critical ratios of .12, .30, and .55, showing no statistically 
significant differences between the control and experimental popula-
tions. 
Table 4 shows the comparison of I.Q. scores between the 1958 and 
J959 groups. Scores are given for the total population used in this 
study. 
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TABLE 4 
INTELLIGENCE QUOTIENTS--TOTAL.POPULATION 
(47 CLASSROOMS) 
Grade Group No. Mean S.D. S.E.m Di£f. S .E. diff. C.R. 
4 1958 378 106.40 11.18 .58 
.06 .83 .07 
4 1959 345 106.46 10.97 .59 
5 1958 407 108.06 11.81 .59 
-.95 .82 1.29 5 1959 332 107.11 10.77 .59 
6 1958 358 110.40 12.68 .67 
-2.22 .9 2.46 6 1959 386 1.08.18 11.82 .60 
At each of the three grade levels, four~ five, and six, compari-
sons were made between the mean I.Q. scores of the 1958 group and the 
1959 group. 
At the fourth and fifth grade levels, the critical ratios of 
.07 and 1.29, respectively, indicate that there is no significant dif-
ference between the 1958 and 1959 groups. 
At the si~th grade level, the critical ratio of 2.46 indicates 
that there is a significant difference in favor of the 1958 group. 
Table 5 compares the mean achievement for the 1958 and 1959 
total populations in combined social studies. 
Grade 
5 
5 
6 
6 
TABLE 5 
SOCIAL STUDIES ACHIEVEMEWT--TOTAL POPULATION 
(47 CLASSROOMS) 
·Group No. Mean' S~D. S.E.m Diff. S:E·diff. 
1958 407 203.17 18.73 .93 1.72 1.38 1959 332 204:89 18.84 1103 
1958 358 216.30 19.67 1.04 1.25 1.46 1959 386 217.55 20.15 1:03 
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C.R. 
lt24 
.866 
A comparison of the mean achievement scores in combined social 
studies indicates a slight difference favoring the experimental popu-
lation for both grade levels. This difference was not statistically 
significant, however. 
Table 6 compares the literature achievement for the total pop-
ulation in the control and experimental years. 
Grade Group 
g 1958 
5 1959 
6 1958 
6 1959 
TABLE 6 
LITERATURE ACHIEVEMENT--TOTAL POPULATION 
( 4 7 CLASSROOMS) 
No. Mean S.D. S.E.m Diff. 
407 200.62 19.88 .98 6.74 332 207.36 22.83 1.22 
358 212.23 21.08 1.13 6.64 386 218,87 22.75 1.16 
S.E.diff. C.R. 
1.58 4.25 
1.62 4.10 
High~y significant critical ratios are shown in the comparison 
of literature mean achievement scores at both fifth and sixth grade levels. 
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In grade 5 the critical ratio of 4.25 indicates statistical 
significance at the .01 level of confidence. In terms of .grade equiv-
alent scores this difference equals 6 months. 
The grade 6 comparison, yielding a critical ratio.o£ 4.10, is 
likewise statistically significant at the .01 level of confidence. 
A grade equivalent difference of 8 months favors the experimental group. 
Table 7 shows the distribution of chrpnological ·ages in the 23 
teacher-controlled classrooms. 
TABLE 7 
CHRONOLOGICAL AGE--
23 TEACHER-CONTROLLED CLASSROOMS 
Grade 5 Grade 6 
1958 1959 1958 1959 
170 - 174 1 1 
165 - 169 2 
160 - 164 1 1 
155- 159 6 10 
150 - 154 1 16 17 
145.- 149 1 1 34 68 
140 - 144 9 10 143 124 
135 - 139 13 23 101 102 
130 - 134 88 61 9 11 
125 - 129 86 65 
120 - 124 40 27 
115 - 119 1 
110- 114 1 
No. 241 187 313 336 
Mean 129.51 130.20 141.. 65 141.93 
S.D. 5.52 5:25 5.32 5.54 
S.E.m .36 .38 .30 .30 
Diff.m .69 .28 
S .E •diff. .52 .42 
C.R. 1.33 .67 
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r&ble 7 shows comparisons of chronological ages of p~pils made 
at two grade levels,.five and six, for both the 1958 and 1959 popula-
tions. The mean differences in chronological ages (in months) were .69 
and .28 for grades five and six, yielding critical ratios of 1.33 and 
.67, respectively, and showing no statistically significant differences 
between control and experimentai populations. 
Evidence of equal ability of pupils in I.Q .• in teacher-controlled ~­
classrooms is given in Table 8. 
TABLE 8 
INTELLIGENCE QUOTIENTS--
23 TEACHER-CONTROLLED CLASSROOMS 
Grade 5 Grade 6 
1958 1959 1958 1959 
140 - 144 1 1 4 
135 139 2 1 4 2 
130 - 134 4 9 6 
125 - 129 9 1 22 12 
120 - 124 19 14 34 34 
115 - 119 27 34 38 42 
110 - 114 39 38 55 56 
105 - 109 49 30 55 63 
100 - 104 36 24 32 51. 
95 - 99 28 25 30 29 
90 - 94 11 5 15 18 
85 - 89 8 8 7 9 
80 - 84 5 3 8 6 
75 - 79 3 3 2 3 
70 - 74 1 1 1 
No. 241 187 3.13. 336 
M~aiJ. 107.45 106.93 109.79 108.57 
S.D. 11.40 10.78 12.32 11.84 
S .E.m .73 .79 .70 .65 
Diff.m -.52 -1.22 
S!E!diff. 1.31 t.16 
C.R. .40 1.28 
137 
Comparison of mean I.Q.' scores shows differences of .52 and 1.22 
in grades five and six, respectively. Neither grade shows statistically 
significant differences. 
Table 9 shows the distribution of combined social studies scores 
for teacher-controlled classrooms. 
290 299 
280 - 289 
270 - 279 
260 - 269 
250 - 259 
240 - 249 
230 - 239 
220 - 229 
210 - 219 
200 - 209 
190 - 199 
180 - 189 
170 - 179 
160 169 
150 159 
140 - 149 
130 - 139 
No. 
Mean 
S.D. 
S.E.m 
Diff.m 
S;E.diff. 
C.R. 
TABLE 9 
SOCIAL STUDIES ACHIEVEMENT--
23 rEACHER-CONTROLLED CLASSROOMS 
Grade 5 Grade 6 
1958 1959 1958 1959 
1 
3 
1-
10 
31 
40 
49 
41 
35 
18 
10 
2 
241 
202.29 
19.26 
1.24 
1.81 
1.85 
.98 
1 
2 
13 
24 
41 
29 
30 
29 
12 
4 
2 
187 
204.1 
18.66 
1.32 
1 
3 
4 
22 
45 
58 
64 
50 
39 
14 
7 
4 
1 
1 
313 
215.1 
19.69 
1.11 
2.82 
1.56 
1.81 
1 
3' 
4 
14 
21 
35 
72 
73 
63 
29 
13 
4 
4 
336 
217.82 
20.03 
1.09 
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In grade five a comparison· of the mean achievement scores in 
combined social studies indicates a slight difference favoring the ex-
perimental group. 
In grade six the mean difference expressed in a grade equivalent 
score is 3 months. This difference, favoring the experimental group, 
approaches statistical significance. 
Table 10 shows the distribution of history achievement scores 
for the teacher-controlled classrooms. 
TABLE 10 
HISTORY ACHIEVEMEWT--23 TEACHER-CONTROLLED CLASSROOMS 
Grade 5 Grade 6 
1958 1959 1958 1959 
280 - 289 1' 
270 - 279 
260 - 269 2 6 4 
250 - 259 3 1 5 8 
240 - 249 6 3 13 15 
230 - 239 19 16 47 31 
220 - 229 33 22 48 73 
210 - 219 29 30 57 67 
200 - 209 54 34 58 66 
190 - 199 41 37 44 41 
180 - 189 30 24 19 20 
170 - 179 10 11 9 3 
160 - 169 11 6 5 3 
150 - 159 3 3 5 
140 - 149 1 
No. 241. 187' 313 336 
Mean 205:28 203.40 213.63 213.58 
S.D. 21.09 19.91 20.46 18.96 
S.E.m 1.35 1.40 1.16 1.03 
:Diff ·m 1.82 -~o5 
S .E. diff. 1.99 1.55 
C.R. .915 .032 
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The table above compares history achievement in teacher-controlled 
classrooms of the experimental and control years. In both grades there 
are slight differences in favor of the control year populations. Neither 
of these differences is statistically significant. 
Table 11 shows the distribution of geography achievement scores 
in the 23 teacher-controlled classrooms. 
TABLE 11 
GEOGRAPHY ACH~EVEMENT--
23 TEACHER-CONTROLLED CLASSROOMS 
Grade 5 Grade 6 
1958 1959 1958 1959 
280 - 289 1 
270 - 279 2 10 
260 - 269 1 2 12 
250 - 259 1 1 6 18 
240 - 249 2 2 23 18 
230 - 239 8 14 57 42 
220 229 28 30 52 71 
210 - 219 42 36 62 69 
200 -009 46 27 45 39 
190 - 199 37 26 34 36 
180 - 189 38 27 19 11 
170 - 179 16 16 .2 7 
160 - 169 15 5 4 3 
150 - 159 6 2 1 
140 149 1 2 
130 139 1 1 
No. 241 187 313 336 
Mean 198.93 204.13 216.13 220.74 
S.D. 20.33 19.85 21.48 21.87 
S.E.m 1.31 1.40 1.21 1.20 
Diff.m 5.20 4.61 
S.E•diff. 1.95 1. 70 
C.R. 2.67 2. 71 
Table 11 compares geography achievement in the teacher-
controlled classrooms. 
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In grade five a critical ratio of 2.67 indicates a significant 
/ difference favoring the experimental group at the .01 level of confi-
dence. In grade equivalent scores this difference is 5 months. 
In grade six another statistically significant difference is 
noted. The critical ratio of 2.71 indicates significance at the .01 
level of confidence. This gain is 7 months when expressed as a grade 
equivalent score. 
The distribution of literature achievement scores in the 
teacher-controlled classrooms is ~hewn in Table 12. 
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TABLE 12 
LITERATURE ACHIEVEMENT--
23 TEACHER-CONTROLLED CLASSROOMS 
Grade 5 Grade 6 
1958 1959 1958 1959 
270 - 279 1 
260 - 269 1 2 . 1 7 
250 - 259 1 4 5 29 
240 - 249 2 5 21 35 
230 239 10 16 32 45 
220 - 229 20 15 42 28 
210 - 219 30 45 66 64 
200 - 209 51 31 56 60 
190 - 199 39 28 42 34 
180 - 189 48 20 25 22 
170 - 179 27 10 19 7 
160 - 169 10 9 3 3 
150 ·- 159 2 2 1 
140 - 149 
130 - 139 1-
No. 241 187 313 336 
Mean 198.73 206.45 211.19 219.10 
S.D. 19.18 21".80 20.50 22.99 
S .E ·m 1.24 1.59 1.16 1.25 
Diff.m 7.72 7.91 
S.E!diff. 2.02 1. 70 
C .R. 3.8 4.66 
Highly significant critical ratios are shown in the comparison 
of literature scores in teacher-controlled classrooms for grades five 
and six. 
In grade five the grade equivalent difference of 8 months favors 
the experimental group. The statistical significance of this differ-
ence is shown by the critical ratio of 3,8, which is significant at the 
.01 level of confidence. 
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Comparison of grade six literature achievement scores indicates 
a grade equivalent difference of one year in favor of the experimental 
group. The critical ratio of 4.66 shows that this difference is statis-
A 
tically significant at the .01 level of confidence. 
Table 13 shows the distribution of science achievement scores 
in the teacher-controlled classrooms. 
TABLE 13 
SCIENCE ACHIEVEMENT--
23 TEACHER-CONTROLLED CLASSROOMS 
Grade 5 Grade 6 
1958 1959 1958 1959 
290 - 299 1 
280 289 1 
270 - 279 1 1 5 
260 - 269 1 3 11 
250 - 259 1 4 10 13 
240 - 249 r 8 19 28 
230 - 239 7 18 19" 38 
220 - 229 30 24 76' 71 
210 - 219 42 32 69 54 
200 - 209 58 40 40 48 
190 - 199 46 18 40 34 
180 189 18 20 16 17 
170 179 14 17 15 9 
160 - 169 14 2 3 4 
150 - 159 1 3 1 1 
140 - 149 1 1 
130 139 
120 - 129 1 
110 - 119 1 
No. 241 187 313 336 
Mean 203.09 206.85 21~ .44 218.25 
S.D. 20.70 21.99 20.94 25.97 
S.E.m 1.33 1.61 Ll8 1.42 
Diff.m 3.76 4.81 
S .E.diff. 2.09 1.85 
C.R. 1.80 2.60 
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In grade five the Gritica1 ratio of 1.80 approaches significance 
at the .05 lev~l of confidence. The mean difference in science achieve-
ment expressed as a grade equivalent score is 3 months. This differ-
ence favors the experimental population. 
In grade six the comparison of science scores in the teacher-
con4rolled classreoms yields a critical ratio of 2.60. This ratio is 
statistically significant at the .01 level of confidence. In grade 
equivalent score this difference is 5 months in favor of the experi-
mental group. 
Table 14 shows the distribution of the chronological ages of 
those pupils in the 23 teacher-controlled classrooms whose I.Q. range 
is 120 and above. · 
TABLE 14 
CHRON0LOGICAL AGE--23 TEACHER-CONTROLLED CLASSR00MS 
(I.Q. 120 and above) 
Grade 5 Grade 6 
1958 1959 1958 1959 
155 - 157 5 
152 - 154 11 
149 - 151 11 
146 - 148 1 '22 
143 - .145 11 7· 
140 - 142 26 
137 - 139 22 
134 - 136 1 1 10 
131 - 133 4 1 
128 - 130 6 5 
125 - 127 12 4 1 
122 - 124 10 6 
119 - 121 1 
116 - 118 
113 - 115 1 
No. 35 16 70 58 
Mean 126.17 126.63 139.67 138.97 
S.D. 3.95 3.10 2.79 4.02 
S.E.m .67 .68 .33 .53 
Diff.m .46 .70 
S.E.diff. .95 .63 
C.R. .48 1.11 
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A comparison of chronological ages was made between the 1958 and 
1959 I.Q. Level I groups in grades five and six. No significant differ-
ences existed between the groups at either grade level. 
Table 15 shows the distribution of I.Q. scores for pupils with 
I.Q.'s of 120 and above in the 23 teacher-controlled classrooms. 
TABLE 15 
~TELLIGENCE QUOTIENTS--23 TEACHER-CONTROLLED CLASSROOMS--
LEVEL I (120 and above) 
Grade 5 Grade 6 
1958 1959 1958 1959 
142 - 144 2 
139- 141 1 2 2 
136 - 138 1 1 2 2 
133 135 3 4 3 
130 - 132 2 6 3 
127 - 129 2 1 18 2 
124 - 126 11 3 10 16 
121 - 123 11 10 19 20 
118 120 4 1 9 8 
No. 35 16 70 58 
Mean 125.49 123.31 125.93 125.72 
S.D. 5.02 3.92 5.01 6.04 
S.E.m .85 .98 .60 .79 
Diff.m -2.18 -.21 
S.E•diff. 1.30 .99 
C.R. 1.68 .21 
1,45 
A comparison of the mean I.Q. scores of these pupils indicates 
-
that at the sixth grade level there is no significant difference be-
tween the 1958 and 1959 groups. 
At the fifth grade level the critical ratio of 1.68 indicates 
. 
that although there is no statistically significant difference between 
the 1958 and 1959 groups in regard to I.Q., the critical ratio ap-
preaches statistical significance at the .05 level of confidence and 
favors the control group. 
The distribution of combined social studies scores for I.Q. 
Level I (120 and above) is shown in Table 16. 
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TABLE 16 
SOCIAL STUDIES ACHIEVEMENT--
23 TEACHER-CONTROLLED CLASSROOMS--
(I.Q. 120 and above) 
Grade 5 Grade 6 
1958 1959 1958 1959 
270 - 279 1 2 
260 - 269 2 3 
250 - 259 1 3 8 
240 - 249 3 10 8 
230 - 239 4 1 21 9 
220 - 229 8 4 16 12 
210 - 219 8 4 11 6 
200 - 209 4 4 4 8 
190 - 199 3 3 2 
180 - 189 4 
No. 35 16 70 58 
Mean 2'17.74 211:06 229.44 231.88 
S.D. 19.33 11.56 15.25 20.55 
S.E.m 3.37 2.89 1.82 2.70 
Diff.m "': 6 0 68 2.44 
S .-E •diff. 4.44 3.26 
C.R. 1.50 .750 
A comparison of the mean achievement scores for combined social 
studies in grade five of those pupils whose I.Q. scores ranged from 120 
and above indicates a difference favoring the control group. This di£-
ference expressed in the critical ratio of 1.50 is not statistically 
significant. 
In grade six there is a slight difference in social studies mean 
achievement scores favoring the experimental group. 
Table 17 shows the distribution of history achievement scores 
for I.Q. Level I (120 and above) in teacher-controlled classrooms. 
TABLE 17 
HISTORY ACHIEVEMENT--23 TEACHER-CONTROLLED CLASSROOMS 
(I.Q. 120 and above) 
Grade 5 
1958 1959 
280 - 289 
270 - 279 
260 - 269 2 
250 - 259 2 
240 - 249 2 
230 - 239 8 3 
220 - 229 6 2 
210 - 219 3 3 
200 - 209 7 3 
190 - 199 4 5 
180 - 189 1 
No. 35 16 
Mean 223.46 211.44 
s.n~ 20.50 13.87 
S .-E •m 3.47 3.46 
Diff,m -12.02 
S.E•diff. 4.91 
C.R. 2.45 
Grade 6 
1958 1959 
1 
5 
2 
5 
24 
13 
12 
7 
1 
70 
228.91 
16.71 
2~o 
-3.82 
3.11 
1.23 
4 
4 
2 
11 
14 
10 
9 
4 
58 
225.09 
i8.17 
2.-39 
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-In grade five a comparison of history mean achievement scores 
yields a critical ratio of 2.45, which indicates a statisticaliy sig-
nificant difference in favor of the control group. 
In grade six there is a slight difference of mean achievement 
scores in favor of the control group. In grade equivalent scores .this 
difference is 3 months. 
Table 18 shows the distribution of geography scores for I.Q. 
Level I {120 and above) in teacher-controlled classrooms. 
TABLE 18 
GEOGRAPHY ACHIEVEMENT--23.TEACHER-CONTROLLED CLASSROOMS 
(I.Q. 120 and abova) 
Grade 5 Grade 6 
1958 1959 1958 1959 
280 - 289 1 
270 - 279 1 7 
260 - 269 8 
250 - 259 1 4 7 
240 - 249 2 12 5 
230 - 239 2 21 7 
220 - 229 7 5 12 12 
210 - 219 10 5 12 7 
200 - 209 3 3 3 1 
190 - 199 4 3 2 2 
180 189 4 2 1 
170 - 179 1 1 
160 - 169 1 
No. 35 16 70 58 
Mean 211~51 210.56 229.63 238·. 26 
S.D. 20.38 11.93 17.58 24.60 
S.E.m 3.44 2.98 2.10 3.23 
Diff.m ~95 8.63 
S.E.diff. 4.56 3.85 
C.R. .208 2.24 
148 
In grade five the comparison of geography mean achievement scores 
of those pupils whose I.Q. scores range from 120 and above shows a 
slight difference in favor 0f the control group. 
In grade six this comparison of scores for I.Q. Level I indi-
cates a statistically significant difference at the .05 lev.el of conff-
dence in favor of the experi1nental population. This difference· ex-
pressed in grade sc0res is equal to 5+ months as the mean standard score 
for this experimental group exceeded the grade equivalent norms. 
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Table 19 shows the distribution of literature scores of the I.Q. 
Level I (120 and above) population in teacher-controlled classrooms. 
TABLE 19 
LITERATURE 4CHIEVEMENT--23 TEACHER-CONTROLLED CLASSROOMS 
(I.Q. 120-and above) 
Grade 5 Grade 6 
1958 1959 1958 1959 
270 - 279 1 
260 - 269 1 1 5 
250 "'I 259 1 3 14 
240 - 249 1 2 9 11 
230 - 239 4 1 15 12 
220 - 229 8 4 14 6 
210 ... 219 3 4 16 3 
200 - 209 12 3 9 5 
190 - 199 3 2 1 
180 - 189 1 2 
170 - 179 1 1 
No. 35 16 70 58 
Mean 215.91 216.06 225.43 240.05 
S.D. 18.61 16.04 16.25 18.13 
S .E.m 3.15 4.01 1.94 2.38 
Diff.m .15 14.62 
S . .E.diff. 5.11 3.07 
C.R. .029 4.77 
A slight difference favoring the experimental population is 
noted in the fifth grade I.Q. Level I literature score comparison above. 
This represents a 1-month grade equivalent difference. 
In grade six a highly significant difference is noted. The lit-
erature score comparison yields a critical ratio of 4.77, which is 
statistically significant at the .01 level of confidence. The grade 
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equivalent difference corresponding to this standard score difference 
is two years. This difference favors the I.Q. Level I experimental 
population. 
Table 20 shows the di·stribution of science scores for I.Q. Level 
I in the 23 teacher-controlled classrooms. 
TABLE 20 
SCIENCE ACHIEVEMENT--23 ~EACHER-CONTROLLED CLASSROOMS 
(I.Q. 120 and above) 
Grade 5 Grade 6 
1958 1959. 1958 1959 
290 - 299 1 
280 - 289 1 
270 - 279 1 4 
260 269 1 3 4 
250 - 259 1 6 7 
240 - 249 4 1 7 9 
230 - 239 4 9 8 
220 - 229 9 3 22 11 
210 - 219 7 4 14 6 
200 - 209 7 3 6 .4 
190 - 199 4 2 3 
180 - 189 1 1 1 
No. 35 16 70 58 
Mean 219.57 219.98 227.19 236.83 
S.D. 20.94 15.62 17.32 23.06 
S.E.m 3.53 3.90 2.07 3~03 
Diff.m -.19 9.64 
S.E.diff. 5.26 3.68 
C .R. .0367 2.88 
In grade five a very slight difference in science achievement 
. favors the control group. 
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The sixth grade comparisons show statistically significant dif- . 
ferences between the two populations in scienqe ach~evement. The I.Q. 
Level I experimental group is favored by 9 months of grade equivalent 
score. This difference is significant at the .05 level of confidence. 
Table 21 shows the distribution of the· chronological ages of 
tho.se pupils in the 23 teacher-controlled classrooms whose I.Q. range 
is Level II (96-119). 
TABLE 21 
CHRONOLOGICAL AGE--23 TEACHER-CONTROLLED CLASSROOMS 
(LQ. 96-119) 
Grade 
1958 
161 - 163 
158 - 160 
155 - 157 
152 - 15~ 
149 - 151 
146 - 148 
143 - 145 2 
140 -: 142 2 
137 - 139 3 
134 - 136 18 
131 - 133 46 
128 - 130 41 
125 - 127 34 
122 - 124 22 
119 - 121 ~ 
116 - 118 1 
No. 174 
Mean 129.11 
S.D. 4.38 
S.E.m .33 
Diff.m 
S.E.diff. 
C.R. 
5 
1959 
2 
4 
24 
30 
27 
36 
21 
144 
129.33 
4.24 
.35 
.22 
.48 
.46 
Grade 
1958 
1 
1 
1 
2 
7 
14 
47 , 
64 
45 
24 
2 
208 
141.28 
4.36 
.30 
6 
1959 
.25 
.43 
.74 
2 
4 
7 
31 
63 
50 
45 
28 
5 
1 
1 
237 
141.53 
4.67 
.30· 
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A comparison of the chronological ~ges was ~ade between the 
1958 and 1959 groups at each of the grade levels and no significant 
differences were found between the groups at either grade level. 
Table 22 shows the distribution of -I~Q. s.cores for those pupils 
with I.Q.'s ranging from 96 to 119 in the 23 teacher-controlled class-· 
rooms. 
117 -
114 -
111 -
1.08 -
105 -
102 -
TABLE 22 
INTELLIGENCE QUOTIENTS--23 TEACHER-CONTROLLED CLASSROOMS--
LEVEL II (I.Q. 96-119) 
Grade 5 Grade 6 
1958 1959 1958 1959 
119 12 22 26 22 
116 21 20 24 21 
113 19 23 33 29 
110 38 14 30 49 
107 25 23 35 30 
104 27 15 20 38 
99 -·101 13 13 18 19 
96 - 98 19 14 22 19 
No. 174 144 208 237 
Mean 107.34 108.63 108 •. 06 107.95 
S .D·. 6.03 6.59 6.54 ~6.08 
S.E.m .46 .55 .45 .40 
Diff ··m 1.29 -.11 
S.E.diff. .71 .60 
C.R. 1.82 1.83 
The above figures indicate that although there is no significant 
difference between the two groups at these grade levels, the critical 
ratio of 1.82 favoring the experimental group at the fifth grade level, 
and the critical ratio of 1.83 favoring the control group at the sixth 
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grade level, approach statistical significance at the .05 level of con-
;fidence. 
The distribution of combined social studies achievement nf the 
control and experimental Level II (I.Q. 96-119) populations is shown 
in Table 23. 
290 - 299 
280 - 289 
270 - 279 
260 - 269 
250 - 259 
240 - 249 
230 - 239 
220 - 229 
210 - 219 
200 - 209 
190 - 199 
180 - 189 
170 179 
160 - 169 
150 - 159 
No. 
Mean 
S,D. 
S.E.m 
Diff.m 
S.E.diff. 
C.R.' 
TABLE 23 
SOCIAL STUDIES ACHIEVEMENT--
23 TEACHER-CONTROLLED CLASSROOMS 
(I.Q. 96-119) 
Grade 5 Grade 6 
1958 1959 1958 1959 
1 
1 
1 1 
1 1 6 
1 2 12 13 
6 11 24 25 
23 20 40 56 
31 36 50 58 
39 24 39 45 
30 22 29 20 
23 19 9 6 
13 7 2 4 
6 1 1 1 
2 1 
174 144 208 237-
201.84 206.99 214.31 217.39 
17.88 17.50 16.42 17.86 
1.35 1.46 1.14 1.14 
5.15 3.08 
1.99 1.61 
2.59 1.91 
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The above table indicates mean d~fferences in combined social 
studies achievement favoring the experimental population at both grade 
levels. 
In grade five the criticaLratio of 2.59 indicates a statisti-
cally significant difference at the .01 level of confidence in favor 
of the experimental gro~p. In grade equivalent score this gifference 
is 5 months. 
In grade six a grade equivalent difference of 5 months in favor 
of the experimental group approaches statistical significance at the 
.05 level of confidence. 
The history achievement scores of the I.Q. Level II population 
are shown in Table 24. 
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TAB;LE 24 
HISTORY ACHIEVEMENT--
23 TEACHER-CONTROLLED CLASSROOMS 
(I.Q. 96-119) 
Grade 5 Grade 6 
1958 ' 1959 1958 1959 
260 - 269 1 
250 - 259 1 1 3 4 
240 - 249 4 3 8 13 
230 - 239 11 ·12 23 17 
220 - 229 27 20 33 58 
210 - 219 22 25 43 48 
200 - 209 42 ~9 43 51 
190 - 199 29 27 36 25 
180 - 189 19 16 14 14 
170 - 179 8 6 3 3 
160 - 169 9 4 1 1 
150 - 159 2 1 3. 
No. 174 144 208 237 
Mean 204.17 205.89 212.37 213.16 
S.D. 19.64 19.03 17.61 17.42 
S.E.m 1.49 1.59 1.22 1.13 
Diff.m 1.72 .89 
S.E.diff. 2.18 1.66 
C ,R. .79 .536 
The above table compares history achievement scores for the ex-
perimental and control populations in the fifth and sixth grades. 
In both grades there are slight differences favoring the experi-
mental population. These differences are not statistically significant, 
however. 
Table 25 shows the distribution of geography achievement scores 
for the control and experimental I.Q. Level II populations. 
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TABLE 25 
GEOGRAPHY ACHIEVEMENT--
23 TEACHER-CONTROLLED CLASSROOMS 
(I.Q. 96-119) 
Grade 5 Grade 6 
1958 1959 1958 1959 
270 - 279 1 3 
260 - 269 1 2 4 
250 - 259 1 2 11 
240 
- 249 2 10 13 
230 - 239 6 13 35 34 
220 - 229 21 25 40 55 
210 - 219 31 30 45 53 
200 - 209 40 22 38 27 
190 - 199 25 19 25 27 
180 - 189 25 22 6 8 
170 - 179 10 8 2 1 
160 - 169 10 2 1 
150 - 159 5 1 
140 - 149 
130 - 139 1 
No. 174 144 208 237 
Mean 199.18. 207.42 216.06 219.89 
S.D. 19.38 18.58 18.00 18.36 
S ~E.m 1.47 1.54 1.25 1.19 
Diff.m 7.24 .. 3. 83 
S.E.diff. 2.36 1. 73 
C.R. 3.07 2.21 
Statistically significant differences favoring the experimental 
populations are noted in the table above. 
In grade five the critical ratio of 3.01 indicates a highly 
significant difference favoring the 1959 population at the .01 level 
of confidence. The grade equivalent score corresponding to this dif-
ference is 8 months. 
In grade six the difference of mean scores in geography achieve-
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ment favoring the experimental group is significant at the .OS level 
of confidence. Expressed in terms of a grade equivalent score, this 
difference is 5 months. 
Table 26 shows the literature achievement scores for the I.Q. 
Level II 1958 and 1959 populations. 
260 - 269 
250 - 259 
240 - 249 
230 .- 239 
220 - 229 
210 - 219 
200 - 209 
190 - 199 
180 - 189 
170 - 179 
160 - 169 
No. 
Mean 
S.D. 
S.E.m 
Diff.m 
S.E.diff. 
C.R. 
TABLE 26 
LITERATURE ACHIEVEMENT--
23 TEACHER-CONTROLLED CLASSROOMS 
(I.Q. 96-119) 
Grade 5 Grade 6 
1958 1959 1958 1959 
2 2 
4- 2 15 
1 3 11 24 
6 15 16 32 
12 11 27 20 
27 40 50 57 
38 25 43 48 
33 25 36 24 
35 12 15 11 
17 6 7 4 
5 1 -1 
174 144 208 237 
199.08 210.46 210.53 218.42 
16.64 19.23 17.34 19.82 
1.26 1.61 1.21 1.29 
11.38 7.89 
2.04 1.77 
5.68 4.45 
Two highly significant statistical differences favoring the ex-
perimental populations in grades five and six are shown in the table 
above. 
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In grade five the critical ratip 9f 5.68 indicates a high statis-
tical significance in the achievement difference in literature scores 
for the I.Q. Level II population. This difference in favor of the ex-
perimental group can be expressed in a grade equivalent score as ~ 
gain of one year. 
The grade six comparis·on yields a critical ratio of 4.45, which 
is likewise significant at the .01 level of confidence. The grade 
equivalent score difference in favor of the experimental group is one 
year. 
Table 27 compares fi£th and sixth grade science achievement of 
the 1958 and 1959 I.Q. Level II populations. 
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TABLE 27 
SCIENCE ACHIEVEMENT--
23 TEACHER-CONTROLLED CLASSROOMS 
(I.Q. 96-119) 
Grade 5 Grade 6 
1958 1959 1958 1959 
270 - 279 1 1 
260 - 269 7 
250 - 259 4 4 6 
240 - 249 3 7 12 19 
230 - 239 7 13 10 28 
220 - 229 21 20 53 53 
210 - 219 34 28 51 43 
200 - 209 44 35 32 36 
190 - 199 39 14 26 24 
180 - 189 10 11 11 11 
170 - 179 9 10 7 . 5 
160 - 169 5 1 4 
150 - 159 1 2 
140 - 149 
130 - 139 
120 - _129 
110 - 119 1 
No. 174 144 208 237 
Mean 203.56 209.94 213.33 216.73 
S.D. 18.09 20.07 17.62 24.76 
S.E.m 1.37 1.73 1.23 1.61 
Diff.m 6.38 3.40 
S.E.diff. 2.27 2.02 
C.R. 2.89 1.68 
Comparison of the fifth grade science scores for the I.Q. Level 
II group shows a statistically significant difference at the .01 level 
of confidence. This difference, which favors the experimental group, 
is equal to 5 months of grade equivalent score. 
The sixth grade comparison approaches significance at the .05 
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level. The mean difference expressed as a grade equivalent score shows 
a 3-month gain favoring the experimental group. 
Table 28 shows the distribution of chronological ages of those 
pupils whose I.Q. scores range from 95 and below. The control and ex-
perimental fifth and sixth grade ages are shown. 
170 - 172 
167 - 169 
164 166 
161 - 163 
158 - 160 
155 - 157 
152 - 154-
149 - 151 
146 t48 
143 - 145 
140 - 142 
137 - 139 
134 136 
131- 13~ 
128 - 130 
125 - 127 
122 - 124 
No. 
Mean 
S.D. 
S.E.m 
Diff.m 
S.E.diff. 
C.R. 
TABLE 28 
CHRONOLOGICAL AGE--
23 TEACHER-CONTROLLED CLASSROOMS 
(I.Q. 95 and below) 
Grade 5 Grade 6 
1958 1959 1958 1959 
1 1 
2 
1 1 1 
3 7 
3 4 
1 5 6 
1 1 2 5 
3 7 6 10 
2 1 5 4 
4 5 7 2 
3 5 1 
11 5 
1 
3 3 
2 
32 27 35 41 
135.38 136.93 147.77 148.46 
7.81 5.73 8.84 6.81 
1.38 1.10 1.49 1.06 
1.55 1.69 
1. 76 1.83 
.88 .92 
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A comparison of the chronological ages of these pupils was made 
between the 1958 group and the 1959 group at the fifth and sixth grade 
levels. No signifi'cant differences .existed between these two groups at 
either grade level. 
Table 29 shows the distribution of I.Q. scores for pupils with 
I.Q.'s of 95 and below in the 23 teacher-controlled classrooms. 
94 - 95 
92 93 
90 - 91 
88 - 89 
86 - 87 
84 - 85 
82 - 83 
80 - 81 
78 - 79 
76 - 77 
74 - 75 
72 - 73 
No. 
Mean 
S.D. 
S.E.m 
Diff.m 
S.E.diff. 
C .R. 
TABLE 29 
INTELLIGENCE QUOTIENTS--
23 TEACHER-CONTROLLED CLASSROOMS--
LEVEL III (95 and below) 
Grade 5 Grade 
1958 1959 1958 
6 7 5 
4 3 6 
6 2 6 
5 5 3 
3 3 4 
2 2 1 
1 7 
2 1 
2 
2 1 2 
1 
1 1 
32 27 35 
88.31 88.19 87.80 
5.56 6.23 5;57 
.98 1.20 .94 
-:12 
6 
1959 
6 
7 
9 
3 
5 
2 
2 
3 
1 
2 
1 
41 
87.88 
5.91 
.92 
.08 
1.55 1.31 
.07 .06 
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A comparison of the mean I.Q .• scores of .these pupils was made 
at each of the grade levels. The above figures indicate that no sig-
nificant differences .existed between the two groups at either grade 
level. 
Table 30 indicates the differences in combined social studies 
achievement of those pupils whose I.Q. scores ranged from 95 and below·. 
230 - 239 
220 229 
210 - 219 
200 - 209 
190 - 199 
180 189 
170 - 179 
160 - 169 
150 - 159 
140 - 149 
130- 139 
No. 
Mean 
S.D. 
S ,E.m 
Diff.m 
S .E ·diff. 
C.R. 
TABLE 30 
SOCIAL STUDIES AGHIEVEMENT--
23 TEACHER-CONTROLLED CLASSROOMS 
(I.Q. 95.and below) 
Grade 5 Grade 6 
1958 1959 1958 1959 
1 1 
2 4 
1 1 3 9 
6 1 7 10 
8 5 8 7 
8 10 5 7 
5 5 5 
4 3 3 3 
1 1 
1 
32 27 35 41 
187.78 184.56 190.23 200.41 
13.19 15.60 19 .. 09 16.21 
2.33 3.00 3 .'21 2.54 
- 3.22 10.18 
3.8 4.1 
.848 2.48 
In grade five a comparison of the combined social studies achieve-
ment scores for the experimental and control years indicates a slight 
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differenc.e in favor of the control population. In a grade equivalent 
score this di.fference is 2 tp.onths. 
In grade six there is a statistically significant difference in 
favor of the experimental group. The critical ratio of 2.48 approaches 
significance at the .01 level of confidence. In a grade equivalent 
score this difference in social studies mean achievement for I.Q. Level· 
III is 8 months. 
Table 31 shows the history achievement scores of those pupils 
.whose I.Q. scores range from 95 and below in the teacher-controll.ed 
classrooms. 
230 - 239 
220 229 
210 - 219 
200 - 209 
190 - 199 
180 - 189 
170 - 179 
160 - 169 
150 - 159 
140 - 149 
No. 
Mean 
S.D. 
S.E.m 
Diff.m 
S.E.diff. 
C.R. 
TABLE 31 
HISTORY ACHIEVEMENT--
23 TE~CHER-CONTROLLED CLASSROOMS 
(I.Q. 95 and below) 
Grade 5 Grade 6 
1958 1959 1958 1959 
1 3 
2 1 
4 2 2 9 
5 2 8 6 
8 5 7 12 
10 8 5 6 
2 5 6 
2 2 4' 2 
1 2 2 
1 
32 27 35 41 
191.44 185.78 190.57 199.76 
15.28 17.86 18.21 18.65 
2.70 3.43 3.08 2.92 
- 5.66 9.19 
4.36 4.26 
'1.30 2.15 
11 
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In grade five a comparison of the history mean achievement 
scores fo~ l.q. Level III shows a difference in favor of the control 
group. In grade equivalent scores this difference is 5 months and is 
not statistically significant. 
In grade si~ a comparison of mean scores indicates a statisti-
cally significant difference in favor of the experimental group at the 
.05 level of confidence.· .I~ a grade equivalent score this significant 
difference is 8 months. 
"Table 32 indicates the differences in geography achievement for 
the experi~ental and control years I.Q. Level III populations. · 
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TABLE 32 
GEOGRAPHY ACHIEVEMENT--
23 TEAC~R-CONTROLLED CLASSROOMS 
(I.Q. 95 and below) 
Gr'ade 5 Grade 6 
1958 1959 1958 1959 
240 - 249 1 
230 239 1 1 1 
220 - 229 4 
210 - 219 1 1 5 9 
200 - 209 3 2 4 11 
190 - 199 8 4 7 7 
180 - 189 9 5 11 2 
170 - 179 5 8 5 
160 - 169 4 5 2 2 
150 159 1 1 1 
140 149 1 2 
130 - 139 1 
No. 32 27 35 41. 
Mean 183.81 182.74 189.60 200.83 
S.D. 14.70 16.24 22.71 16.80 
S.E.m 2.61 3.12 3.83 2.63 
Diff.m -1.07 11.23 
S.E.diff. 4.06 4.64 
C.R. .263 2.42 
In grade five the difference in geography mean achievement 
scores for the control and experimental years indicates a grade equiv-
alent difference of 1 month favoring the control year. 
The grade six comparison shows a statistically significant dif-
ference at the .05 level of confidence in favor of the experimental 
group. This difference expressed· in a grade equivalent score is equal 
to 9 months. 
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Table 33 shows the distribution of literature scores for the · 
I.Q .. Level III populations in the teacher-controlled classrooms. 
240 - 249 
230 - 239 
220 - 229 
210 - 219 
200 - 209 
'190 - 199 
180 - 189 
170 - 179 
160 - 169 
150 - 159 
140 149 
130 - 139 
l\l'o. 
Mean 
S.D. 
S .E.m 
Diff.m 
S.E.diff. 
C.R. 
TABLE 33 
LITERATURE ACHIEVEMENT--
23 TEACHER -CONTROLLED CLASSROOMS 
(I.Q. 95 and ~elow) 
Grade 5 Grade 6 
1958 1959 1958 1959 
1 
3 
.12 
9 
5 
2 
32 
178.00 
11.55 
2.04 
1 
3 
3 
6 
4 
8 
2 
27 
179.37 
17.12 
3.30 
1.37 
3.88 
.353 
1 
1 
1 
4 
4 
10 
11 
2 
1 
35 
186.69 
20.90 
3,53 
6.70 
4.48 
1.49 
1 
2 
4 
7 
9 
·n 
3 
3 
1 
41 
193.39 
17.65 
2.76 
Slight differences in favor of the experimental population are 
noted in the table above, which compares literature achievement of 
those I.Q. Level III pupils in teacher-controlled classrooms. 
In grade. five a grade equivalent difference of 1 month favors 
the experimental group. 
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In grade six this difference in favor of the 1959 population is 
6 months. 
Table 34 compares the science achievement scores of the control 
and experimental populations of those pupils whos.e I.Q. scores range 
below 95. 
TABLE 34 
SCIENCE ACHIEVEMENT--
23 TEACHER-CONTROLLED CLASSROOMS 
(I.Q. 95 and below) 
Grade 5 Grade 6 
1958 1959 1958 1959 
230 - 239 1 2 
2ZO - 229 1 1 7 
210 - 219 1 4 5 
200 - 209 7 2 2 8 
190 - 199 3 4 12 7 
180 - 189 7 8 4 6 
170 - 179 5 7 8 4 
160 - 169 9 2 2 1 
150 - 159 1 1 
140 - 149 1 1 
130 - 139 
120 - 129 1 
No. 32 27 35 41 
Mean 182.53 182.93 186.66 200.71 
S.D. 15.70 18.43, 19.57 20.55 
S.E.m 2. 77 3.55 3.3 3.2 
Diff.m .40 14.05 
S.E.diff. 4.5 4.6 
C.R. .089 3.06 
The grade five comparison shows a slight difference in science 
achievement favoring the experimental population. 
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In grade six a statistically significant difference is noted. 
Comparison of the achievement scores yields a critical ratio of 3.06. 
This ratio is significant at the .01 level of confidence. The grade 
equivalent difference between the two groups, and favoring the experi-
mental group, is one year, one month. 
Table 35 shows the comparison of chronological ages for the boys 
in the control and experimental years. 
Grade 
5 
5 
6 
6 
TABLE 35 
CHRONOLOGICAL AGE IN 23 TEACHER-CONTROLLED CLASSROOMS. 
(BOYS) 
Group No. Mean S.D. S.E.m Diff. S.E•diff. 
1958 127 129.82 6.20 .55 
.80 .81 1959 78 130.62 5.23 .59 
1958 148 142.01 5.86 .48 
.77 .67 1959 174 142.78 .6.21 .47 
' 
C.R. 
.99 
1.15 
The differences in chronological age at the two grade levels 
are indicated by the critical ratios of .99 and 1.15, respectively. 
This ratio indicates no statistically significant differences existed 
between the experimental and control groups. 
Table 36 compares the differences in I.Q. scores for the control 
and experimental year boys. 
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TABLE 36 
lNT~LLIGENCE QUOTIENTS--
23 TEACHER-CONTROLLED CLASSROOMS 
(BOYS) 
Grade Group l\l'o. Mean S.D. S.E.m Diff. S .E. diff. C.R. 
5 1958 127 104.99 11.44 1.02 
-.25 1.64 .15 5 1959 78 104.74 11.40 1.29 
6 1958 148 108.26 12.58 1.03 
-3.07 1.33 2.31 6 1959 174 105.19 11.03 .84 
In grade five there is no significant difference between the 
1958 and the 1959 groups. 
At the sixth grade level the critical ratio of 2.31 is statis-
tically significant at the .05 level of confidence, indicating a dif-
ference between the 1958 and 1959 groups favoring the control group. 
A comparison of achievement scores in combined social studies 
for the fi£th and sixth grade boys is shown in Table 37. 
Grade Group 
5 1958 
5 1959 
6 1958 
6 1959 
TABLE 37 
SOCIAL.STUDIES ACHIEVEMENT--
23 TEACHER-CONTROLLED CLAsSROOMS 
(BOYS") 
No. Mean S.D. S .E.m Diff. 
127 203.32 19.39 1.72 5.74 78 209.06 20.08 2.27 
148 218.33 21.26 1. 75 
.42 174 218.75 20.32 1.54 
S.E.diff. C.R. 
2.84 2.01 
2.33 .18 
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A comparison of the mean ach~evement scores for combined social 
studies in grade five indicates a stati~tically significant difference 
favoring the experimental group at the .05 level of confidence. In a 
grade equivalent score this· di~ference is 6 months. 
In grade six there is a slight d~fference favoring the experi-
mental year boys. 
Table 38 indicates the differences between the control and ex-
perimental year history achievement scores for the boys. 
Grade Group 
5 1958 
5 1959 
6 1958 
6 1959 
TABLE 38 
HISTORY ACHIEVEMENT--
23 TEACHER-CONTROLL~D CLASSROOMS 
(BOYS) 
No. ·Mean S.D. S .• E•m Diff. 
L ~ 
127 206:69 21.49 1.91 
-1.82 78 208.51 22.31 2:53 
148 217.54 22.34 1.83 
-2.08 
174 215.46 20.67 1.57 
S.E.diff. 
3.16 
2.41 
C .R. 
.576 
.863 
A comparison of history achievement scores of the boys in grade 
five shows a slight difference of 2 months in favor of the experimental 
population. This grade equivalent difference is not statistically sig-
nificant, however. 
In grade six a comparison of scores indicates a slight differ-
ence favoring the control population. There is no statistical signif-
icance to this difference, however. 
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The differences in geography achievement of the 1958 and 1959 
boys are shown in Table 39. 
Grade Group 
5 1958 
5 1959 
6 1958 
6 1959 
TABLE 39 
GEOGRAPHY ACHIEVEMENT--
23 TEACHER-CONTROLLED CLASSROOMS 
(BOYS) 
No. Mean S.D. S .E.m Diff. 
127 199.61 20.42 1.81 10.08 78 209.69 20.26 2.30 
148 219.07 22.71 1.87 2.60 174 221.67 22.14 1.67 
S.E.diff. C.R. 
2.93 3.4;3 
2.51 1.04 
The comparisons above show the difference in geography achieve-
ment for the boys in the fifth and sixth grade teacher-controlled 
classrooms. 
In grade five there is a significant difference favoring the 
experimental group as seen by the critical ratio of 3.43, which is 
.statistically significant at the .01 level of confidence. In grade 
equivalent scores this difference is one year, one month. 
In grade six the geography mean achievement score again favors 
the experimental group. At this level the grade equivalent score shows 
a gain of 4 months. This difference in favor of the experimental group 
is not statistically significant, however. 
Table 40 compares the literature achievement of the boys in the 
control and experimental years. 
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TABLE 40 
LITERATURE ACHIEVEMENT--
23 TEACHER-CONTROLLED CLASSROOMS 
(BpYS) 
Grade Group No. Mean S.D. S.E.m Diff. S.E.diff. C.R. 
5 1958 127 196.91 20.14 1. 79 10.50 3.26 3.22 5 1959 78 207.41 24.08 2.74 
6 1958 148 210.46 22.72 1.87 4.82 2.49 1.94 6 1959 174 215.28 22.24 1.69 
On both grade levels there are statistically significant differ-
ences favoring the experimental year populations. 
, . In grade five the critical ratio of 3.22 indicates significance 
at the .01 level of confidence. The difference favoring the experi-
mental group equals one year of grade equivalent score. 
The sixth grade comparison yields a critical ratio of 1.94, 
which is statistically significant at the .05 level of confidence. 
The grade equivalent score corresponding to the mean standard score 
indicates that this difference is 7 months in favor of the experimental 
year population. 
Table 41 shows the comparison in science achievement for the 
fifth and sixth grade boys in the control and experimental years. 
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TABLE 41 
SCIENCE ACHIEVEMENT--
23 TEACHER-CONTROLLED CLASSROOMS 
(BOYS) 
Grade Group No. Mean S .D·. S.E.m Diff~ S.E~diff. C.R. 
5 1958 127 202.79 21.64 1.93 11~02 3.28 . 3.35 5 1959 78 213.81 23.51 2.66 
6 1958 148 217.98 22.23 1.83 h85 2.88 .642 6 1959 174 219.83 29.28 2.22 
The comparison of·the grade five boys science achievement in 
1958 and 1959 yields a critical ratio of 3.35. This ratio shows a 
statistically significant difference in favor of the boysr experimental 
group at the .01 level of confidence. The grade equivalent difference 
corresponding to this standard score difference is one·year. 
In grade six a slight difference favot:i:ng the experimental pop-
ulation is noted. In grade equivalent score this difference is 2 months. 
The chronological ages of the control and experimental year girls 
are compared in Table 42. 
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TABLE 42 
CHRONOLOGICAL AGE--
23 TEACHER-CONTROLLED CLASSROOMS 
(G~RLS) 
Grade Group No. Mean S.D .• S .E.m Diff. S .E ·diff. C.R. 
5 1958 114 129.18 4.64 .43 
.72 .66 1.09 5 1959 109 129.90 5.25 .50 
6 1958 165 141.32 4-.75 .27 
.30' .51 .59 6 1959 162 141.02 4.54 .36 
A comparison of the chronological ages of these pupils shows no 
significant difference between experimental and control groups at either 
grade level.. 
The I.Q. score comparison of the girls in the teacher-controlled 
classrooms is shown in Table 43. 
Grade 
5 
5 
6 
6 
TABLE 43 
INTELLIGENCE QUOTIENTS--
23 TEACHER-CONTROLLED CLASSROOMS 
(GIRLS) 
Group No. Mean S.D. Diff. 
1958 114 
1959 109 
1958 165 
1959 163 
110.19 
108.50 
111.16 
112.50 
10.71 
10.03 
11.92 
11.59 
1.00 
.96 
.93 
.91 
-1.69 
1.04 
S.E.diff. C.R. 
1.39 1.22 
1.30 .80 
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At the fifth and sixth grade levels the critical ratios of 1.22 
and .80, respectively, indicate no significant differences in I.Q. at 
either grade level for the experimental andtcontroi groups. 
Table 44 shows the differences in combined social studies 
achievement for' the girls • 
Grade Group 
5 1958 
5 1959 
6 195.8 
6 1959 
TABLE 44 
SOCIAL STUDIES ACHIEVEMENT--
23 TEAflHER-CONTROLBED CLASSROOMS 
(GIRLS) 
No. Mean s.:m. S.E.m Diff. 
114 201.13 19.05 1. 79 
-.58 109 200.55 16 .. 68 1.60 
165 212.01 17.64 1.37 4.80 162 216.81 19.66 1.54 
S.E.diff. 
2.4 
1.99 
C .R. 
.242 
2.41 
In grade five there is a slight difference in the mean achieve-
ment scores for combined social studies favoring the ~ontrol group. 
In a grade equivalent score this difference is one month. 
The grade six comparison yields a critical ratio of 2.41, indi-
eating a statistically significant difference of 5 months achievement 
favoring the experimental group. 
Table 45 indicates the girls' history achievement score differ-
ences between the experimental and control populations. 
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TABLE 45 
HISTORY ACHIEVEMENT--
23 TEACHER-CONTROLLED CLASSROOMS 
(GIRLS) 
Grade Group No. Mean S.D. S.E.m Diff, S .E ·diff. C.R. 
5 1958 114 203.72 20.52 1.93 
-3.88 2.53 1.53 5 1959 109 199.84 17.11 1.64 
6 1958 165 210.13 17.90 1.39 1.44 1.91 .755 6 1959 162 211.57 16.71 1.31 
In grade five the above comparison shows a slight difference in 
girls' history achievement favoring the control year. This difference 
is not statistically significant. 
In grade six a slight difference in history mean achievement 
scores favors the experimental group. 
Table 46 shows the comparison of geography achievement scores 
for the girls in the teacher-controlled classrooms. 
Grade Group 
5 1958 
5 1959 
6 1958 
6 1959 
TABLE 46 
GEOGRAPHY ACHIEVEMENT--
23 TEACHER-CONTROLLED CLASSROOMS 
(GIRLS) 
No. Mean S.D. S .E ·'m Diff. 
114 198.17 20.21 1.90 1.98 109 200.15 18.56 1. 78 
165 213.50 19.95 1.50 6.23 162 219.73 21.54 1.69 
S.E.diff. C.R. 
2.60 .762 
2.26 2.76 
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The comparisons above show differences in girls' geography 
achievement favorable to the experimental populations on both grade 
levels. 
In grade five there is a one-month difference favoring the ex-
perimental population. 
In grade six the critical ratio of 2.76 indicates a statisti-
cally significant difference in geography achievement favoring ~he 
1959 experimental group. Expressed in terms of a grade equivalent 
score., this difference is 9 months. 
·, 
Table 47 'shows the literature achievement comparison of the 
girls in the control and experimental years. 
Grade Group 
5 1958 
5 1959 
6 1958 
6 1959 
TABLE 47 
LIT~RATURE ACHIEVEMENT--
23 TEAC~R-CONTROLLED CLASSROOMS 
(GIRLS) 
No. Mean .S.D. S.E.m Diff. 
114 200.75 17.84 1.68 5.01 109 205.76 19.98 1.95 
165 211.85 18.27 1.43 11.35 162 223.20 23.08 1.82 
S .E ·diff. C.R. 
2.57 1.95 
2 .31. 4.92 
The grade five comparison appr~aches statistical significance 
at the .05 level. The comparison of girls' literature achievement mean 
scores expressed as a grade equivalent indicates a difference of 3 months 
in favor of the experimental population. 
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In grade six a highly significant difference is shown by the 
critical ratio of 4.92. This difference in favor of the experimental 
population is significant at the .01 level of confidence. Expressed 
as a grade equivalent score, this difference equals one year, five 
months. 
The differences in girls' science achievement of the control 
and experimental years populations are shown in Table 48. 
Grade Group 
5 1958 
5 1959 
TABLE 48 
SCIENCE ACHIEVEMENT--
23 TEACHER-CONTROLLED CLASSROOMS 
(GIRLS) 
No. Mean S.D. S .E.m Diff. 
114 203.43 19.59 1.84 
-1.56 109 201.87 19.36 1.85 
S.E.diff. 
2.61 
C.R. 
.598 
6 r958 165 209.38 18.81 1.47 7.17 2.25 3.19 6 1959 162 216.55 21.74 1.70 
In grade five the mean difference favors the control group. 
This difference is equal to one month of grade equivalent score. 
The sixth grade compari$on yields a critical ratio of 3.19, 
which is stati$tically significant at the .01 level of confidence. 
This difference favors the experimental group by one year of grade 
equivalent score. 
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Table 49 shows the comparison of mean achievement gains of boys 
and girls in all content subject areas. 
TABLE 49 
MEAN GAINS OF BOYS AND GIRLS 
Grade Five Grade Six 
Subject Boys' Girls' Diff. Boys' Girls' Diff. Area Gains Gains Gains Gains 
Social Studies 5.74 -.58 6.32 .42 4.80 4.38 
History 1.82 -3.88 5.70 -2.08 1..44 3.52 
Geography 10.08 1.98 9.10 2.60 6.23 3.63 
Literature 10.50 5.01 5.49 4.82 11.35 6.53 
Science 11.02· -1.56 12.58 1.85 7.17 5.32 
No. (1958) 127 114 148 165 
No. (1959) 78 109 174 162 
In grade five, boys' achievement was superior to girls' achieve-
ment in all subjects; in grade six, the reverse was true--girls were 
superior to boys in all subject achievements. 
CHAPTER V 
SUMMARY AND CONCLUSIONS 
Summary 
The program of individualized instruction conducted in the in-
termediate grade classrooms of Dedham, Massachusetts was an attempt to 
provide maximum learning ppportunities in the content subject areas of 
social studies, literature, and science within the framework of ·the 
regular classroom. In the conduct of this study it was necessary: 
1. To institute a pr.ogram in the content subject areas which 
would provide for levels of ability within the heterogeneous 
classroom 
2. To encourage a positive attitude on the part of intermediate 
grade teachers in allowing individual progress rates in 
skills lear~ing related. to content subjects 
3.·To provide a program of grouping and classroom arrangement 
which would allow teachers of grades four, five, and six to 
provide special help at specific points of weakness in those 
skills related to content subject achievement 
4. To plan and implement a program of enrichment activities, 
utilizing various audio-visual media and individual-group 
specialties whichwould add significance to the program 
5. To encourage a program which would allow individual-group 
self-direction and initiative in the content subject areas 
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6. To determine by test procedures whether such a program of 
individualized instruction gives more efficient service to 
. . 
the learning needs of intermediate grade pupils. 
The control gro~p for this study consisted of all pupils and 
classrooms in .the intermedi~te grades in 1957-1958. The experimental 
group consisted of pupils in the fifth and sixth grades in 1958-1959. 
The analysis of data for the total population was based on forty-seven 
classrooms with a population of 1,188 pupils in 1957-1958 and 1,174 
pupils in 1958-1959. Only grades five and six were used in the evalua-
tion of this pragram, as the Metropolitan Achievement test, forms R 
and T, do not measure content subject learning in grade four. Twenty-
three teachers taught in the same classrooms in the same building for 
both the control and experimental years. The pupils taught by this 
group are referred to as the teacher-controlled population. This group 
consisted of 512 pupils in 1957-1958 and 506 pupils in 1958-1959. 
All tests used in the evaluation of pupils were hand-scored. The 
statistical procedures used in analyzing the data were measures of cen-
tral tendency ana variability. The critical ratio between means was 
used to determine the level of confidence; the .05 level was used to 
reject the null hypothesis. 
General Procedures 
1. In May, 1958 forty-seven intermediate grade classrooms were 
measurerl using the following instruments: 
a. Intelligence Test--Kuhlmann-Anderson 
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b. General Achievement Battery--Metropolitan 
c. Diagnostic Inventory--Informal.inventory of selected language 
skills 
d. Subject interest ratings 
e. Social Distance Scale--Modified Bogardus 
f. Parental reaction to school service 
2. In May and June, 1958 teachers who were returning to their 
classrooms for the 1958-1959 academic year were observed and 
interviewed by two trained raters. A subject service analysis 
was used to measure their service to the learning needs of 
pupils. 
3. A program of individualized instruction commenced in September, 
1958. Two research fellows working full time began a program 
of demonstration~ instruction in techniques, and supervision 
of a program to serve individual learning needs. 
4. In May, 1959 the intermediate grade classrooms were again 
measured using the same tests as in item 1 .. 
As a result of the program of individualized instruction and the 
testing procedures, the following conclusions are cited. 
Conclusions 
Teacher Service Ratings 
1. There were marked aifferences in the teacher service to the 
learning needs of pupils from the control to experimental 
years. On the rating scale there was a mean gain of thirty 
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points in favor of the experimental year ratings. The low-
est rated teacher in 1959 was higher than the highest rated 
teacher in 1958. 
Total Population (47 Classrooms) 
1. There were no significant differences between the control and 
experimental populations relative to chronological age and in-
telligence quotient except in grade six, where there was a sig-
nificant I.Q. difference in favo~ of the control group. 
2. In combined social studies achievement slight differences 
favored the groups taught in the individualized instruction 
program for both fifth and sixth grades. 
3. The literature achievement comparisons indicated that the 
experimental group was superior to the control group at both 
fifth and sixth grade levels. This achievement superiority 
was statistically significant at the .01 level of confidence 
for both grades. 
Teacher-Controlled Population (23 Classrooms) 
1. There were no significant differences between the 1958 and 
1959 groups on the basis of chronological age and I.Q. com-
parisons. 
2. In social studies achievement the experimental population 
showed higher achievement at both grade levels. 
3. In history achievement the control year population showed 
slight gains over the pupils taught in the individualized 
program at both grade levels. 
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4. In geography the experimental population was significantly 
superior to the control group. At both the fifth and sixth 
grade levels the individualized instruction groups showed 
gains statistically significant at the .01 level of confidence. 
5. In literature achievement the pupils taught in the individual-
ized program showed statistically significant gains over ·the 
control year pupils. At both fifth and sixth grade levels the 
achievement gains wer~ significant at the .01 level of confi-
dence. 
6. The science achievement of the grade five experimental group 
was significantly superior to the control population scores 
at the .05 level of confidence, In grade six this achieve-
ment gain of the 1959 group was significant at the .01 level 
of confidence. 
Intelligence Quotient Levels 
1. There were no significant differences between the control and 
experimental year populations in chronological age and intel-
ligence quotient comparisons at any I.Q. level. 
2. In pupils with I.Q.'s of 120 and above, significant improve-
ment was found in science and literature in grade six; there 
was a loss in social studies achievement in grade five; other 
changes were minor. 
Girls 
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3. Among pupils with I.Q.'s of 95 to 119, statistically signif-
icant gains were made in social studies; literature, and 
science in grade five; in social studies and science in grade 
six. 
4. Children with I.Q. 1 s below 95 showed no changes in achieve-
ment in grade five; the grade six pupils, however, made sta-
tistically significant gains in social studies and science. 
1. There were no signifi?ant differences between the experimental 
and control years in regard to chronological age and I.Q. 
comparisons except in grade five, where the control year boys 
were significantly superior on the basis of I.Q. 
2. In grade five the experimental year boys showed significant 
improvement in all subjects. 
3. In grade six the·l959 group was superior in all subjects; 
literature gains were statistically significant. 
1. There were no significant differences between the 1958 and 
1959 year groups on the basis of I.Q. or chronological age 
comparisons •. 
2. In grade five the control group girls were superior to the 
experimental group in social studies and science; the 1959 
group was superior in-literature achievement; none of the 
differences were statistically significant. 
Boys 
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3~ The experimental sixth grade girls were significantly superior 
in literature and science; slight improvement was made in 
social studies. 
vs. Girls 
1. In grade five, boys' achievement was superior to girls' in 
all subject areas. 
2. In grade six, girls' achievement was superior to boys' in all 
subject areas. 
Measures and Their Limitations 
Outcomes in the content areas were measured through the Metropol-
itan Achievement Tests, Forms Rand T. These tests measure items of 
factual information in each subject. Such tests do not measure many 
of the specific objectives included in the experimental program, such 
as the following: reference and research abilities, improvement of 
oral reporting, ability to organize materials, improved written expres-
sion, elaborative and critical thinking, ability·to take part in dis-
cussion, enrichment of concepts, and development of pupil initiative 
in a variety of interests. Any thorough evaluation of improvement of 
learning in the content areas awaits the construction of valid measures 
of these objectiv~s. 
Limitations of Educational Materials 
There was a definite limitation to the educational services 
which could be given to individual children using the available com-
1~7 
mercia! content subject materials. By and large, these published mate-
rials are written for the average child and are administered in uniform 
instruction patterns. Adjustment to various ability levels, allowance 
for differing P.rogress rates, provisions for skills weakness, opportuni-
ties for enrichment and self-direction i~ the content subjects require 
materials which are not generally found in elementary classrooms. 
The educational materials used in the content subject p~ase of 
the program were the result of cooperative planning and effort between 
teachers, librarians, and research fellows. The desire to improve the 
teaching service to pupils, adjust the existing materials to individual 
needs~ and the necessity of building new materials in the areas of pu-
pil need, provided the impetus for new ventures in learning. 
Closing Observations 
Changes in educational practice are not.easily made by individual 
teachers; in lesser degree are they made by total faculties. This study 
was concerned with a total interm~diate grade population--·teachers and 
pupils--in ~ total subject program of individualized instruction. The 
study proposed the initiation of many of the newer practices in ele-
mentary school methods as well as some time-proven ones, which for some 
reason had not found their way into practice. 
Marked changes in teaching service were made. Teachers utilized 
new techniques and procedures. Pupils worked together in team~ with 
efficiency and accomplishment. Parents accepted teacher practice changes. 
The program progressed with vigor and optimism. 
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The results of the Dedham study clearly show that when decisions 
are made to change educational practice, where materials and demonstra-
tion are available t0 teachers to make the suggested changes, when uni-
versity assistance and local administrative leadership are present, the 
educational improvements so long theorized can be effected. 
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Teacher School 
--------.. ·-----·--·- ------------
Grade Date Int·e1"'Viewer 
1 
2 
------ ----------------- ----------------------
Uniform instruction, no specific pl~nning. 
Incidental, rr.d.nor, occasional service. 
3 - P 1- • 1 ° 1 ~ . 0 0 1 ddit 0 t b ar ... J.a sorv~ce, some p anne a prov~sJ.on:a severa a. 1.ons o e 
ma.de. 
lJ- - Maj"ol" provtsion, few improvements or additions to be made. 
Reading: 
------
4 1 2 3 
Level 
Progress rate - - -- -
Special needs - - - -
Self-direction--- --- --- ---
Enricl1.."1lent - -- --- --
Spelling: 
Level 
Progress rate - - -- --
Special needs --- --- --- ---
Self-direction --- --- ---- ---
Language Arts: 
Level 
Progress rate - - - -
Special needs - ----:-' - -
Self-direction --- --- ---~ 
Enri chm.ent -- -- ...._.. ---
Noise level 1 2 3 4 
Social Studies: 
Level 
Progress rate --- --- --- ---
Special needs --- --- --- ---
Self-direction - - - -
Enri cllillent 
Science: 
[Level 
p t ............ ---- ----- --~regress ra e 
Special needs - - - -
Self~-d5.l .. ection -- - - -
'Enricbl1leht ---- --
Arithmetic: 
Level 
Progress rate --- --- --- ---
Sp~cial needs - - - -
Self-direction --- --- --- ---
Educational use of room 1 2 3 4 
Classroom observation: Date: Time: 
----------------- -----------------
Subjects observed: 
aters: #1 ·---------------------------------------------------~----------
#2 ·------------------------------~--------------------------------
#3 
·--------------·-------------------------------------------------
. APPENDIX B .. 
f APPLICATION TO Tij]l COMMISSIONER OF EDUCATION» U oS o DEPARiMENT OF HEALTH.9 
lUCATION9 AND WELF.ARE9 FOR FUNDS TO SUPPORT RESEARCH UNDER THE PROVISIONS ~ rom.Ic LAW 531, 83rd CONGRESS,~~ SUBMITTED BY~ 
___ ..;:-B;..;;o.;;;.s.;.to.;.;n;;;_;U;.;;;lli;;;;..;.ve,;;;.;r;.;;s;;.;;i;..;;t~y---------,...,._.. on March 7? 1958 
dtiated by~----~--~~~~--~~~~~--~~~-F~~----~-----­Donald Do Durrell, ~ofessor of Education 
Boston University, 332 Bay State Road, Boston 15, Masso 
'ansmitted by~--~~~~~~~~--~~~~~~--------------------Russell W o MacLaren9 Business Manager, 
Boston University, 755 Commonwealth Aveo, Boston 15, Masso 
Title~ Adapting Instruction~~ Learnins, Needs ~Children!!!_~ 
Intermediate Gradeso 
. Problemg 
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TO provide highly competent professional leadership to enable teachers 
in grades 4, 59 and 6 to make effective provision for the learning needs of 
children in the regular classroom organization; to evaluate the outcomes of 
such service at the end of one yearo 
Three research fellows with supervisory experience will provide assist-
ance to about 30 teachers,~~ one supervisor to about 10 teachers in each grade, 
to assist pupils in the following ways~ 
- Adapting instruction to various levels of abilityo 
~ Providing different progress rates in skills learningo 
- Giving sp~cial help at points of weakness in learning developmento 
- Enriching learning and making it significanto · 
- Encouraging individual and group self-direction and initiativeo 
At the end of a year, the programs will be evaluated for various groups 
of children in terms of subject achievements, interests, school satisfaction 
ratings, sociometric and adjustment measures, and various other outcomefi o 
'Significanceg 
There is a wide divergence between recommended school practices and 
actual classroom practice in providing for needs of childreno Even among the 
critic teachers who serve our 300 elementary education students, our supervising 
professors report that fewer than 10 per cent make reasonably adequate provision 
for the known individual differences and needs of' childreno There is need for 
clear evaluation of the importanc~ of such services~ to discover the differences 
in achievement and satisfaction when these services are providedo 
We are currently engaged in a project of "laboratory supervision" which 
ncludes two weeks of full=time practice in th~ public schools o Ten experienced 
upervisors have worked with two professors in this projecto The experience 
learly shows the need for more effective leadership than is commonly provided 
y current prof~ssional t~ining and supervisiono For examplep the following 
eneral rating is unfortunately typical of the teacb.ers observed in a "superioru 
ommunityo 
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Teacher "A" (Fourth Grade) 
Makes provision for the following learning needs of children: 
Level Progress Special Enrichment - Sell'-
Rate Learning Significance Direction-
Needs 
!ding Yes Some No Some No 
!lling No No No No No 
aguage Arts No No No Some No 
Ltbmetic No No No No wo 
::ial Studies No No No Some No 
Lence No No No Some No 
Each of the above subjects has a professional literature and much research 
Lch supports various types of adjustments to pupil differences and learning needs. 
G the transfer to practice is much less than expectedo · 
Related Research~ . 
This is difficUlt to provide in detail for such a ge...-~ 
!!here are countless studies of improvement in achievement in each subject when 
~pecial learning needs are met, but relatively few studies of achievement in 
~eneral programs of eflucational service o Two such general evaluations are. the· 
~allowing~ 
Progressive Education .Association.. New Methods Versus Old in American · 
Education.. Bureau of Publications 9 Teacihers College_, Columbia Univ., 
New York, 1941 .. 
University ot the state of New York .. Activity Program: ~Report~ 
a Survey of the Curriculum Experience with the Activity Program· i~ 
the ElemeiitaeySchools 2!_ ~City~ New Yorko Albanyo 194lo -
Many studies show increased achievement when special services are given 
~n individual subjects o It is desirable to discover whether similar achievements 
1re possible when they are combined into a total classroom program. 
Our experience in this type ot evaluation is shown by some of our 
?ecent doctorate studies~ 
Cooper, J.. Louis.. Effect of Adjustme~nt to Reading Level on Achievement .. 
Unpublished EdoDo thesii;Boston University., 1954:---
Eldridge, Olive F o Construction and Evaluation of an Instrument to Measure 
Classroom Adjustment.,. EdoDo ft:llesis., 1957 o -- -
Richter, Ch8ries Oo Evaluation of an Instrument to Discover Teaching . 
Effectivenesso EdoDo thesis,l'95bo -
Savignano, ~onard J.. Evaluation ~ !. Program 2.!_ Classroom. Enriehment 
Thro~ Pupil Specialties.. ~doDo thesis, 1955o Published in the 
Journal ~Education,. 138: 1-31; February 1956 .. 
2 
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.a. Jlw much ean ~ieienc7 in learning be increased by a program whieh proviiiea 
closely ~or individual differences and needs of p~ils? · 
. . 
b. _In which aubjeets., ·and in wha..._ .aspects of theae:--sub-j~s, aze. ~e greateat. 
gilla. •«e-t . 
c. Are such gains accompanied by similar ililprovements in social. and personal. 
adjustment of pupils; in attitudes~ interests, and initiative in learning? 
l. Experimental. Design. About 30 classrooms will be carefully measured in Msy,:..-
~958. The reaUlts will be col!J.Pareq to the achievements of pupia taught by the 
same teach~rs after they have been given techniques for serving the .learnillg· 
needs of ;PUP Us; these measurea will be given in May 1959. · -
Research Fellow A - wilL assist l@ fourth grade teachers. 
Research Fellow B - will assist 10 fitth grade teachers. 
Research Fellow c - will assist 10 sixtn grade teachers. 
-3 
Experimental procedures •. 
felll.~ng :- · 
The- ex:per.imenta-1 program will be characterized. by the 
lo Adjustments of instruction to levels of ability. Textbookf! and instructional 
materia~s will be fitted to the abilities of pupils; pupil team instruction 
wilf be used; work in content subjects Will be on ttJ:P.fied central themes; 
different levels of study guides will be provided. 
2. Adaptation to learning rates. In skills, children will progress at different' 
rates; they may work in pairs, teams, or alone; self -checking records of . 
progress will be used. In ''content areas n ~earning rates will be cared -ror 
by curriculum-related specialties. 
3. ·Provision tor special practice at pointa of weakness. .Analysis· of ditfi-
cul.tiea will discover needs; intensive praet~e- ii!Jterials will· be:- provi-detT 
ta overcome troubles; group~ng of pupils will be adjusted to need. · 
4. Enriching·le~l'Ding and. making· ·it- sigilitican;t.;., Wliole-elass inst~ction wUl 
-· l:ie ·uei1ized ·when suitab:te as in apPreciations~ new knowledge, oral and visual. 
presentation. Techniques will include 'many tY,Pes of activities and multi-
sensory aids. Skills instruction will be ·closely related to meanings, 
applications, evaluationo . Organizational, :elaborative, and critical t~ng 
wiU be stressed. ' · '· · · . 
, 
5. Encouraging group and individual initiative and self-direction. ~ ~hildren 
·will have constant expE!riences in individual or team speci~lties in content 
l.earning; these will be ge~erally curriculUD1-rele.ted, but some may be long- ,. 
term~~ndividual projects. Individual or team progress will stimulate 
ini~ti:ve in skills learning. . 
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~s service will req~re muah demonstration, selection or preparation of 
Lf~administering skills practice9 record systems ~or individual prqgress, use 
supplementary resources, and other aids to teachingo 
.All instruction9 except for demonstrations 9 will be given by the classroom 
:lcher o The research fellows will serve the children only through assisting the. 
~cher in planning and obtaining suitable materialso 
Sample., Experimental and Control Populations· o 
' - ' 
In the towns where we have been invited to conduct this study, t~re are 
appr®dmately 16- c-lassroom~: fer· each i.l:P:t~iate grade.o We .anticipate that- · 
at .least 10 ~lassreoms will "Qe used where,~the· tea~her wiP,. retUHl to the same 
roomo These tea~ers will be Ghosen for the experiment< 
~ch. teacher Will serve as her own control; COO!Parisons will be . made. Qf 
the ~chievements ef pupils of these teachers before and after the teachers have 
engaged in the program of adapting instruction to the learning needs of childreno 
There will be approximately 700 pupils in the experimental and con:trol groups. 
CQmparison Techniques~ Teachers o 
-1~ '(Since ~ach teacher Wi.U serve as her own control, pe~sonality qualities, 
intelligence9 educational background, and other factors which relate to 
teaching success will be the same o T.tle major change will be in service 
to the_learning needs of pupilso 
2. All teachers will be observed and interviewed during the spring semester 
of 1958 by one research .fellow and one J.ocal. supervisor; a refined .pupil-
. s.ervice rating scale» modeled after the vsTeacher A" analysis on the seeona 
page of this .report 9 will be compiled for each teacller., 
3.. During the. sp~ing semester. of.' 1959, an teaehers will be observed and inter-
viewed in the same manner as in the spring of 1958; service ratings will 
be·compil~d for eaCh teachero 
Comparison Technique~ g Courses £.! .study 9 Schedules~ curricula, Textb_ooks o 
These will be the same for each of the two years o other local factor~ will 'oe 
.s~~r .in. the two years; local emphasis on curricula, teneral administrative 
and supervi:soey practice·o · 
c,a:rison Teehnigpes ~: :fu.Pili.o 
.1 .. -Binee the pupils will be drawn :from the same· pllllp.ulatiQn eaeh year~· it lDI!IY 
be assumed tha:t. socioaoeccmomic status9 .home emphasis on education,· prenta~ 
atti.tudes' toward -scho~, and other c@JiiiiillD.ity and home factors affecting 
Pll.'@ii.. acllievement ·will be the same, 
2.. !l!le same intelligence and achievement tests will be given the 1.958 -and 1959 . 
p~ul.ations ... . Simtlar .analyses tpf. achievements., .. subject interests, .and personal. 
adj'g.Stment- of· pupils will ber prl)vided o • 
·Measures of Pupils 
- . 
~~nt;t~ §,NUP9· May 1.958; Exper~nta~ group, 'May !22,2.o 
- InteUigence tests:. a standard ~measure- of. mental. ability-.. 
... GeneraL acllie.vement. bat~t a standard subjec't achievement test ... .' 
_.. Dfagmmtie fnvent~r.n arid informal. invent~ of· selected skilJ.s..., 
- Su'Dject interest ratings$ informal. scal.e of pupil. subject interests .. 
·- Social. distam!e: scale g·· l!l modification 0f the J3pgardus: .S~o 
- Scheol adjus~t inventory~ a modit'ioaticn ef the Eldridge scl!ll.e .. 
.. CUmulative records of absence 9 tard'lli.ess 9 and other observations o 
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- Parental. ratings of :pupil reactions to school. serv:f:ce: informal. .sCal.ea 
Experimental. Group, September 1958 .. 
- Intel.l.igence tests·: group measure o 
- General. achievement batteryo 
= Subject interest ratingso 
- Diagnostic inventory of sel.ected skills, 
= Social distance scaleo 
Evaluation ~-Teacher Service ~ Pupils 
. 5 
Spring, 1:958, bef~re experimental program; Spring 1959, after experimental· program .. · 
- Each teacher Will be observed and interviewed b~twe raters:- one will be a 
research fellow, the second a local supervisor o A pupi~-se~ce rating s.cal-e. 
modified from the "Teacher A" rating on page 2; will. be cQmpiled for-each 
teachero 
Statistical. analysiso 
Through the· use of accepted methods of statistical. cantrol, the data will be 
analyzed to obtain answers to the following questionsg 
l.o- Does the expE;~rimentaJ. program produce superior subj~ct aehievemep.ts .ea~. 
compared to: the oontr.el. programt 
2 ... Is the. ex:pe~ental pr'og;>am -superior to the control program ·'in. improving. 
pupil interest in subjects, socia~ <\,istance among pupils, schpel adjtistment 
ef pupil.s 'l ' 
3 o What changes in the achievements, i.n~irests, and adjustments of the e:x;peri-
mental pupils appear during the year? · 
4o Do pupils of superi!1Jir .mental ability benefi-t more under the program tban do 
~upils ef lower mental abilities? 
.~ ,. 
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, EXpected :nurati~n o!_ ~e studr .. 
May 1958 ~·october 1959 .. 
. Scheduleg 
- May 1.95~ prellminaey measures. of pu.pils and observations ~nd int~rviews 
for rati11g wrrent service to needs of'·pupils.b 
-.Summer ·1.958 - l_»laXQling of' services by suile~ora .. 
·- sep:tember•'l958 ·t® June 1959 = conduct of the experiment' .. 
- .Final repG.rt on study, 0ctcber l959o 
.E!feeted ~~Productsg 
=A published report· of the findings of the stud;ro 
-A dem<lm$trstion center for effective service to'nee~S' of'pupils .. 
-A listiDg of ef':fect'ive- t~chn:lqueB", acceptable to teachers.P which ·provide f"or-
individual. differences and &eds of pupUs in t\ihe standard classrooi!l. 
- ,A s1I.ppl7 of"1materials and plans for selfaodirected ski] J s instrliction,. to be 
· dev~l.o.pt;d for. later general:. use.. · 
~A basis for·~ore ef,fective tra~ning of supervi~ors~ 
~ ~~ ) . . 
1!~1~~ IiWesti~to~:. 
~~·Du:r':tell;· pr()fessor o:f' educa~on_.l) ~eaton University. AoBo and Ae,M'o.t 
.mn.versi'ty of' Iowa: ~o Do Harvard university3 •1930.. High sChool math ana: ~c.ience t~~~ 1.923-24; as~istant to principal, Iowa University ObservationaL 
fchcols, l921f~25; psy~hometrist, Iowa ;psychopathic Hospital (~ng Glini,c 
for sttla.y:tng school. failures under a special researCh grant)· ·1925-27; research 
fellow in tests and measurements; ii!Structor, Harvard TJnive;osity,. l.-927-30; 
assistant professor_ to pr<!¢essQr,p Boston University, 1930 -t~ present; dean,· 
BdstOI\ tJlliversity School. of Education;·l942_ ... J..952.. !.. ~ 
Author ¢ te~ (~..SttU.i.~n ReadiDg Capaat~ and Achievement ~sts·,. 
Dorrell . ._ding AnalySis 1 .M'tlipby-Dtzrreal. Diagnoa'M.c Rea.ding Readiness !rest}; · 
ot- tex;tbopirs ~ Reatiug ~ction9 BtJUdf»& Word Powe~, others); 
~· ~ in. var:lous. jo'ilr.D'als and :moDA11graphs; member of several 
·'~ .~ "" ~eulMR'Ir-eCII!IIIIft;tees; direetor f1lf graduate researCh si.nce-l~y in vari.,us 
:aspects or· ~ading and lm:lg'wsge a;>t;s.. ' . 
~ves.tigationS and activities re~ted to the proposed stui.{).":. .EVal.uati.Gn. 
of a program of "elassro~ enrichment through pupU specialties, ... numerous . 
studies related te ski lJ s .inst~ction in read~ and l.angu.age arts, development' 
of JWJY info~ tests ·and inventories of subjec1; a~evemeii:t., dii'ection of a . 
at~s.t grade reading su~~ess study'' invol.ving 2,.500 pqpilsj- ~ur.rento project. i'n 
~b!3ntq:eyi trai.nl.ng of SU.Pervisors.. From our Educati{)nal ·CliD,ie: ·and in many 
group. maatfm:arg, theses Jl we .have preliminary experiJi!entati-on and a large supply 
at: ~eal material:s for· most phases of the e:ll]lerimental pil:loject. 
6 
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7 
~ilities and Personnelg 
-
-All of the usual library and researCh. facilities of a large graduate schaol~ 
.., Tests and measurements laboratory .. 
- Complete IBM. equipment for statistical analysis. 
_.Materials for skills service developed in the Educationel. Clinic· .. 
- Department of teaching aids-, with :film libraey .. 
- Educatio:na1. resources library .. 
-A staff at ten professors of elementary equcatio~, available for consultation 
in the conduct of the study.. . . . . 
.,.... Publle scmools wiUing ·to cosperate in the ventw;oe D 
..... HigbJ.y competent ref!earch t'ellows available for the study. 
·:!. support g 
. We have ne :funds at present for· conducting this study,_ nor have we applled to 
an1 other agency for ~unds for this projeeto 
APPENDIX C 
RATE YOURSELF 
Name ------------------------------------
Grade----- School----------
Oral Reading: 
Reading aloud to others 
Reading plays 
Reading poetry 
Silent Reading: 
Reading in your reading book 
Re'ading social studies and science 
Reading stories to yourself 
Sounding out new words 
Learning new word meanings 
Language: 
Taking part in discussion 
Giving talks and reports 
Writing reports and outlines 
Taking notes 
Writing imaginary stories 
Spelling: 
Spelling words from spelling book 
Using new words in writing 
Social Studies: 
Remembering what you read 
Reading maps and graphs 
Looking up new facts in social studie~ 
Science: 
Remembering things in science 
Working out experiments 
Using things from science 
Arithmetic: 
Doing examples with numbers 
Solving written problems 
Handwriting: 
How good is your handwriting? 
209 
Put an X under your rating of yourself. 
Verv good Good Average Poor 
Improving yourself by extra practice at home. Put an X after subjects in which 
you have done extra work at home to improve yourself (not assigned by teacher). 
Reading ___ Spelling ____ Arithmetic Social Studies ____ Language __ 
Science Handwriting ____ Music Art 
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SUBJECT PREFERENCE STUDY 
Name -----------------------------
Grade __ _ School -------------
What are your favorite subjects?· How much do you like or dislike each subject? 
Which subjects do you find easy, which do you find hard? 
1. 
Which are the three subjects 
you like best? 
Number your first choice 1 
Number your second choice 2 
Number your third choice 3 
Write your choices 
below: 
----'READING 
_--:ARITHMETIC 
_ __,LANGUAGE 
_---:HANDWRITING 
_ ___:SPELLING 
----'HISTORY 
____ GEOGRAPHY 
____ SCIENCE 
_--:ART 
,_--:MUSIC 
2. 
Put a circle around the letter 
or letters which tell how muc~ 
you like or dislike each subject. 
LVM--I like it very much. 
L --I like it. 
N --Neither like nor dislike it. 
D --I dislike it very much. 
Circle the letters which tell how 
you like or dislike the subject: 
LVM L N D DVM 
LVM L N D DVM 
LVM L' N D DVM 
LVM L N D DVM 
LVM L N D DVM 
LVM L N D DVM 
LVM L N D DVM 
LVM L N D DVM 
LVM L N D DVM 
LVM L N D DVM 
3. 
Do you find 
this subject 
easy or hard? 
Circle your 
choice: 
Easy Hard 
Easy Hard 
Easy Hard 
Easy Hard 
Easy Hard 
Easy Hard 
Easy Hard 
Easy Hard 
Easy Hard 
Easy Hard 
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GROUP SELECTION STUDY 
Grade 5 School Teacher -----------------
Place a check mark in the column which best tells your feeling for each person. 
DO NOT PLACE A MARK BESIDE YOUR OWN NAME. 
Would like Would like Like to be with Would rather 
him as one him in my him once in a not work 
Name of my best group but not while, but not with him 
friends as a close often 
friend 
Robert 
Barbara 
Joseph 
Clinton 
Martha 
Kenneth 
James 
Vera 
James 
Frank 
Louise 
Richard 
Nancy 
Sheila 
Barbara 
Paul 
Cheryl 
Patricia 
Cindy 
James 
Philip 
Name 
APPENDIX F 
PUPIL ATTITUDE AND INTEREST 
(Teacher's Estimate) 
Grade 
212 
School ---------------------------- Teacher -------------------------
Reading: 
Attention and persistence 
Amount of voluntary reading 
Desire for improvement 
Spelling: 
Attention and persistence 
Desire for improvement 
Arithmetic: 
Attention and persistence 
Security in written problems 
Desire for improvement 
Language Arts: 
Interest in writing tasks 
Interest in speaking tasks 
Participation in discussion 
Desire to improve in correct expression 
Social Studies: 
Attention and persistence 
Initiative in extending knowledge 
Science: 
Attention and persistence 
Initiative in extending knowledge 
General: 
Dependability and promptness. 
Willingness to help others 
Initiative and.leadership 
Contribution to class morale 
General classroom behavior 
Superior Good Fair 
June 
1959 
Poor 
APPENDIX G 
PARENT'S REPORT ON SCHOOL SERVICE 
he parents of---------~---------.-------
.e,_ ___ Sbhool---------------~------
213 
June 
1959 
We would like your estimate of this year's school service for the child named above. 
· FU.t an X under your estimate. 
EValuation of S"ervice 
SUperior -Adequate Poor Unable to 
Judf!e 
Reading . 
~rithmetic 
Spelling -
Social Studies 
Science 
Written expression 
Oral expression 
Handwriting 
Music 
~ 
' 
A'!rt 
Please circle the word that best expresses your feeling in regard to the following 
;ions: 
1. Do you feel that your child found sufficient challenge in school1 
Much Sbme Little None 
2. Do you feel that the school helped your child develoP.· special interests~ 
Much Some Little None 
3. How difficult do you consider the school work for this child! 
Hard Mlout Right Easy 
4. How do you feel in general about the school's service to this child2 
Very Rieased satisfied Dissatisfied 
I 
al Note:: 
We need a reply for every child in the grade.~ I ho.pe that you can find time 
1 out this inquiry and return it to the scho.ol this· week. . 
our reply will not be seen ..Q;y the child t:s teacher. Flease seal it in the attached 
and return it to the school where it will be sent directly·to me. I appreciate 
uch your cooneration in evaluating'~he service of the schoolso 
Har:vey B. Scribner, SUperintendent of SChools 
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Name ADAPTING INSTRUCTION TO THE LEARNING NEEDS 
OF CHILDREN IN THE INTERMEDIATE GRADES ---------------------------------------
Grade 
--------------Possibilities for Adapting Instruction 
in the Various Subjects School -----------------------------------
Directions: Please check.in either column 
1, 2, 3, or 4 that which best describes 
how you feel about initiating new services 
for children. If you would like help with 
any of the items listed below, check 
column 5 also. 
READING 
For High Achievers 
1. Mlive rapidly through text of grade 1 •. 
2. Check comprehension through teams of three 2. 
3. Set up balanced reading program 3. 
For Average Achievers 
4. Vocabulary presentation & discussion 4. 
5. Study guides for recall (teams and 3 1 s) 5. 
6. Workbooks--pairs and teams working together 6. 
7. Word skills--paire~ word classification 7. 
8. Teams & groups for dictionary skills 8. 
9. Independent & balanced reading programs 9. 
For Low Achievers 
10. Use of suitable basal reader 10. 
11. Recall practice 11. 
12. Word skills: phonic~ review, word classi-
fication practice 12. 
1. 2. 
~ 
M 
~ 
u 
0 m 
u m 
~ ~ 
0 0 
44 
~ m 
< ~ 
3. 4. 5. 
~ 
~ M 
~ ·~ m m a ~ m 0 
~ m 
0 ~ .~ ~ ·~ M 
~ 
~ m ~ 
m 44 M 
~ m ~ m ~ 0 
~ ~ ~ 
Name 
Grade 
School 
SPELLING 
¥or High Achievers 
13. Small group or teams to progress through 
speller of grade as quickly as possible 13. 
14. Word usage practice 14. 
15. Personal word lists 15. 
16. Systematic Review 16. 
E@r Average Achievers 
17. Teams of 3 to progress through speller 
of grade as quickly as possible 17. 
18. Keeping personal spelling lists 18. 
19. Provide systematic review 19. 
For Low Achievers 
20. Teacher-directed learning 20. 
21. Visual memory methods with meaning 21. 
22. Provide basic phonics instruction 22. 
1. 2. 
U) 
~ 
~ 
0 
0 
~ 
0 ~ 
~ ~ 
0 0 
~ 
~ ~ 
< ~ 
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3. 4. 5. 
~ ~ 
~ ·~ ~ m s ~ 
~ 0 
~ ~ 
0 ~ ~ ~ ·~ ·~ ~ ~ 
~ ~ ~ 
~ ~ ~ 
~ ~ ~ 
m ~ 0· H ~ ~ 
Name 
Grade 
School 
ARITHMETIC 
For High Achievers 
23. Teams of 2 & 3 to move rapidly through 
text of grade 23. 
24. When text is completed, move to advanced 
text 24. 
25. Avoid unnecessary practice--omit practice 
on skills children have mastered 25. 
26. Provide review practice on any weak skill 26. 
27. Teams of three methods of solving written 
problems 
Yor Average Achievers 
28. Pairs or teams of three--follow five or 
27. 
ten-.day assignments 28. 
29. Ailow faster progress if text provides 
adequate presentation 29. 
For Low Achievers 
30. Systematic review practice, teacher-led 
on weak combinations 30. 
31. Master earlier learnings before starting 
work of grade 31. 
32. Pairs or teams of three on five or ten-
day assignments 32. 
1. 
QJ 
c.J 
s::: 
0 
+J 
< 
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page 3 
2. 3. 4. 5. 
r.n +J p. r-1 
r-1 1-1 •r-1 Q) t1! a 
..c: . QJ 0 
+J ::-. QJ t) 0 ~ 0 s::: +J •r-1 
•r-1 r-1 QJ 1-1 
1-1 1-1 QJ 
"d 0 QJ 4-1 r-1 4-1 +J QJ ::I QJ 111 ~ 8 I:Q ...:I 
Name 
Grade 
School 
SOCIAL STUDIES .AND SCIENCE 
For High Achievers 
33. Teams of two & three to use advanced 
study guides with text 33. 
34. Use adaanced text or specialized reading 34. 
35. Classroom participation in discussion, 
planning, criticism, with group of 3-5 35. 
36. Pupil specialty reports--individual or 
team 36. 
37. Systematic fact or concept review, in 
t,eams of two 
38. Special instruction in use of references, 
37. 
notetaking, report making, library use 38. 
For' Average Achievers 
39. Teams of 2-3 to use study guides with text 39. 
40. Classroom discussion in groups of 3-5, 
pupils of unequal ability 40. 
41. Systematic fact or concept review 41. 
42. Pupil specialty reports, individual & team 42. 
43. Special instruction in use of references, 
report making, library usage 43. 
For Low Achievers 
44. Oral presentation by teacher (or superior 
pupil) for slow readers 44. 
45. Use of study guides to check comprehension 45. 
46. Provide preliminary vocabulary practice,, 
glossaries and questions to guide read-
ing. Study in pairs 46. 
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l 2. 
Ll"'' 
.-I 
-1-1 
C) 
Q) 0 
C) Q) 
!=: !-1 
0 t8 
-1-1 Q) 
<t: >!I 
j! 
Page 4 
3. 4. 5. 
p. 
-1-1 .-! 
!-1 •r-l Q) 
ttl a ,.d Q) 0 p... Q) 
0 ~ !=: -1-1 •r-l 
•r-l .-! 
!-1 
!-1 Q) '0 
Q) 4-1 .-! 
-1-1 Q) 
==' ttl !-1 0 
1-l p.., ::;:. 
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Balanced Reading Prog~am 
Teachers: 
You will presently be receLvLng a selection of books from the 
Dedham Public Library. It will be supplementary to your normal supply. 
You will note that these books center around specific interests. 
It is our attempt to balance the reading program of bright youngsters 
(one or more years above the grade norm in Reading). 
These books will circulate within buildings during the day; it 
will be necessary, therefore, to stagger the reading periods so that 
each room receives optimum use of the supply. 
These books should be read 
1. After the bas.al readers have been read 
·2. During the reading period 
3. By those you~gsters one year or more above the grade norm 
4. For enrichment and interest 
Though these books are meant primarily for accelerated readers, 
we certainly would not discourage their use by all pupils able to read 
them. tt should be cautioned, however, that for the majority of average 
and "below grade readers the time used for reading can most efficiently 
be used in word recognition mastery and comprehension skills. I note 
purely for emphasis that these books hardly service the level needs of 
these last two groups. 
In a personal note ••• we are certainly indebted 'to Mr. Robert 
Woodward and Mrs. Muriel Peters of the Library Department. Their 
gracious cooperation afforded this phase of the "Dedham Plan" unlimited 
optimism. 
John Manning 
Walter J. McHugh 
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John C. Manning 
THE DEDHAM PLAN -- EDUCATION FOR ENTERPRISE 
SOCIAL STUDIES -- RAND McNALLY 
Grade 4 
CAPEN 
HISIDIDRY 
A People who Loved 
Learning and Beauty 
CURRICULUM-RELATED 
PUPIL SPECIALTIES 
Greek Myths 
City States ' 
Olympic Games 
Greek Art, Sculpture 
Topography, Crops 
The Mediterranean Sea 
OAKDALE 
HISTORY 
Roman Warriors 
Builders, Tradesmen 
CURRICULUM-RELATED 
PuPIL SPECIALTIES 
Conceete 
Aqueducts 
Roman Roads 
Roman Workers 
Costumes of Countries 
Gauls 
QUINCY 
HISTORY 
Little Kings in Big Castles 
CURRICULUM-RELATED 
PUPIL SPECIALTIES 
The Barbarians of Europe 
Castles, Knights, Bible~ 
Manuscripts 
GEOGRAPHY 
Along the Blue Mediterranean 
ENRICHMENT ACTIVITIES 
, Filmstrips: On Mediterranean 
Shores 
Ancient Greece 
Our Inheritance 
from Historic Greece 
GEOGRAPHY 
The Land of Four Seasons 
ENRICHMENT ACTIVITIES 
City Water Supply 
Ancient Rome 
The Italian Peninsula 
ENRICHMENT ACTIVITIES 
The Medieval World 
Meanipg of Feudalism 
RIVERDALE 
HISTORY 
Northern Sea 
Rovers 
CURRICULUM-RELATED 
PUPIL SPECIALTIES 
Viking Ships, etc. 
Icebergs 
Animals of the North 
Viking Dress 
GREENLODGE 
HISTORY 
Traders and Crusaders 
CURRICULUM-RELATED 
PUPIL SPECIALTIES 
Moslems, Turks, Mosques, Crafts 
Trades, Guild System 
City States of Rome 
AVERY 
HISTORY 
Ancient Land to the East 
.AME:S 
CURRICULUM-RELATED 
PUPIL SPECIALTIES 
Chinese Painting 
Silkworm Industry 
Chinese Boats 
Japanese Dre.ss 
HISTORY 
Discovering New Lands 
CURRICULUM-RELATED 
PUPIL SPEC!ALITES 
Marco Polo 
Explorers, Maya and Inca Tribes 
Spanish Conquerors (weapons) 
GEOGRAPHY 
In Northern Lands 
ENRICHMENT ACTIVITIES 
The Arctic 
Northern Lands 
GEOGRAPHY 
Middle East Geography 
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Near East Geography (appropriate) 
ENRICHMENT ACTIVITIES 
The Mohammedan World 
GEOGRAPHY 
On the other side of.the World 
ENRICHMENT ACTIVITIES 
Our Chinese Friends 
Ling-Te, Ghina Boy 
GEOGRAPHY ' 
Back to Our Homeland 
ENRICHMENT ACTIVITIES 
Story of Columbus 
The Aztecs 
Films: Background to Colonization 
C0rtez 
Discovery of America 
GRADE 5 
CAPEN 
HISTORY 
In the Growing Colonies 
CURRICULUM-RELATED 
PUPIL SPECIALTIES 
Arts and Crafts 
Houses of Settlers 
Shipbuilding, Great Lakes 
Eur Trapping, Canoe Building 
Candle Making 
Trading Posts 
Bridges, Tunnels, Coal, Steel 
Papermaking, Insects harmful to crops 
~UINCY 
HISTORY 
How the English Colonies 
Became a Nation 
CURRICULUM-RELATED 
PUPIL SPECIALTIES 
English Military Dress 
Colonial Farm Implements 
Dress and Customs of Frontier 
Declaration of Independence 
Military Weapons of Colonials 
Foreign Friends of the Revolution 
Constitution, Liberty Bell 
Indians of the South 
Sugar Cane, Cotton, Oranges 
The Everglades 
·soil Conservation 
AVERY 
HISTORY 
Great Changes to the New Nation 
CURRICULUM-RELATED 
PUPIL SPECIALTIES 
Trading Ships 
Conestoga Wagons 
Northwest Ordinance 
Flatboats, Tecumseh 
Star Spangled Banner 
Old Ironsides, Seminoles 
4-H Clubs, Livestock, Horses, 
Dairy Industry, Meatpacking, 
Automobiles, Buildings for Grain~ 
Storage, Eire Canal, Inventions of 
Period, Whaling 
the 
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GEOGRAPHY 
Northeastern U. s. 
The South (as appropriate) 
ENRICHMENT ACTIVITIES 
Filmstrips: 
Film: 
Filmstrip: 
Metal Craft 
Colonial Expansion 
Coal Miners 
Field Trip to a 
Fish Hatchery 
GEOG:RAPHY 
Northeastern U. S. 
The South (as appropriate) 
ENRICHMENT ACTIVITIES 
Colonia+ Life in New England 
Cotton 
Changing Cotton Land 
Film: Making and Adaptation of 
the Constitution 
GEOGRAPHY 
The Middle West 
ENRICHMENT AC~IVITIES 
Colonial Life of'Middle Colonies 
Recording: You Are There 
Film: Flatboat of the Frontier 
Filmstrip: Paul Bunyan 
Cattle and Corn Belts 
Mass Production 
RIVERDALE 
HISTORY 
Settlement of the Great West 
CURRICULUM-RELATED 
PUPIL SPECIALTIES 
Spanish Explorers of the Southwest 
Spanish Towns, the Columbia River 
Rocky Mountains 
Sante Fe Trail 
Overland Trail, Pony Express 
Union Pacific Railroad 
OAKDALE 
HISTORY 
History Stories of Other American 
Peoples 
CURRICULUM-RELATED 
PUPIL SPECIALTIES 
South American Explorations 
Indians of South America 
South American ~eroes 
Canadian Provinces, Flags, etc. 
Candadian Exploration 
Heroes c£ the French and Indian War 
Alaskan Highway, Islands of Canada 
Eskimos 
Mineral Resources 
Panama Canal, Bahanas, Coffee, 
~des Mts., Rubber, Cacao, 
Mining 
GREENLODGE 
HISTORY 
Men and Machines 
CURRICULUM-RELATED 
PUPIL SPECIALTIES 
American Farm Machines 
All American Inventions 
telephone 
telegraph 
Atlantic Cable 
Manufacturing, Assembly Line 
222 
ENRICHMENT ACTIVITIES 
Recording: Pecos Bill 
Filmstri~: Apache Indian 
Lumber States 
Papermaking 
People of Hawaii 
Films: Spanish Explorers of the 
Southwest 
Story of West Coast Lumber 
Power from Boulder Dam 
GEOGRAPHY 
Canada and the North 
Middle America, South America 
ENRICHMENT ACTIVITIES 
Filmstrips: Alaska, Modern Frontier 
Arctic Borderlands 
Canada 
Hand Industries of 
Mexico 
Central America 
Argentina 
Brazil 
Films: Heritage of the Mayas 
Rubber Comes from Plants 
Pizzaro and Peru 
Cortex 
GEOGRAPHY 
Review of U. S. Geography 
ENRICHMENT ACTIVITIES 
Models 
Construction of.Maps 
GRADE 6 
CAPEN A. 
HISTORY 
New Methods of Spinning and Weaving 
CURRICULUM-RELATED 
PUPIL SPECIALTIES 
Sheep Industry 
Spinning Jenny 
~ower Loom 
Steam Engine, Oil, Electrical 
Power, Foundry, Highway System, 
Canals, R~ilroads 
CAPEN B. 
HISTORY 
Finding New Lands and People 
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ENRICHMENT ACTIVITIES 
Models 
Films: Drilling for Oil 
Brochures ~romOil Companies 
Clothes and Weaving 
CURRICULUM-RELATED ENRICHMENT ACTIVITIES 
PUPIL SPECIALTIES 
Henry the Navigator Maps, Charts, Globes 
Boats of Explorers 
Vasco da Gama, Drake 
India, Robert clive 
Russian Dances, Costumes 
Vitus Bering, Tasman, 
Typhoons, Cook and Mungo Park 
Stapley and Livingstone 
OAKDALE A. 
CURRICULUM-RELATED 
PUPIL SPECIALTIES 
Coal, Iron, Steel, Shipbuilding 
Textiles, Pottery, Agrinulture 
Fishing, Cities of Europe, Houses 
of Ireland, Roads in Germany 
Dikes of th~ Netherlands 
OAKDALE B. 
CURRICULUM-RELATED 
PUPIL SPECIALTIES 
Fishing, Lumbering 
Hydroelectric Power 
Cities of the Area 
The Seasons 
GEOGRPAHY 
Industrial Western Europe 
ENRICHMENT ACTIVITIES 
Filmstrips: Factories, Mines, 
Waterways, Britain & 
Empire~ Belgium and 
the Netherlands, Land 
behind the Dikes 
GEOGRAPHY 
Living in Scandinavian Europe 
ENRICHMENT ACTIVITIES 
Filmstrips: Life in a Fishing Village 
Energy in our Rivers 
Life in Northern Lands 
Scandinavian Lands 
Films: Harnessing the River 
OA!<DALE C. 
CURRICULUM-RELATED 
PUPIL SPECIALTIES 
The Swiss Alps 
· Rive1='s of the Region 
German Cosuomes, Crops of the 
Balkans, Churches of Europe 
QUINCY A. 
CURRICULUM-RELATED 
PUPIL. SPECIALTIES 
The Iberian Peninsula 
Gibraltar, The Rhone River 
Costumes of Greece 
QUINCY B. 
CURRICULUM-RELATED 
PUPIL SPECIALTIES 
How a Desert Caravan Travels 
Crops of·the Oasis 
The Nile, Irrigation Dams 
Primitive Villages 
The Peanut Industry 
The Equator, Belgian Congo 
Copper Mining 
Bold and Diamond Mines 
RIVERDALE 
HISTORY 
Peoples of Eastern Asia 
CURRICULUM-RELATED 
PUPIL SPECIALTIES 
Chinese Art 
Chinese Costumes, Sampans 
Confucius, Ming Dynasty 
Japanese Art, Buddha 
Samurai Warriors, Rice Growing, 
Rivers of China, Chinese Cities, 
Fishing in Japan 
GEOGRAPHY 224 
Living in Central Europe 
GEOGRAPHY 
Living in Mediterranean Europe 
ENRICHMENT ACTIVITIES 
Po River Valley 
GEOGRAPHY 
Living in Africa 
ENRICHMENT ACTIVITIES 
Desert Nomads 
Life in the Nile Valley 
People of the Congo 
Films: Races of South Africa 
GEOGRAPHY 
Eastern Asia 
ENRICHMENT ACTIVITIES 
Filmstrips: China 
Japan, Land and People 
An Oriental City 
An Island Nation 
GREENLOGDE A. 
HISTORY 
Peoples of India and Southeast Asia 
CURRICULUM-RELATED 
PUPIL SPECIALTIES 
Archaeol0gy, Mohenjo-daro 
Himalaya Mts., Hinduism, 
Buddhism, Ghandi, Polynesian 
Villages, Khyher Pass, Indu-
gangesJ Plain, Rice Growing, 
Jute~ Boats of Ceylon, Calcutta 
and Bombay, The Burma Road, Sampans 
GREENLPDGE B. 
HISTORY 
Changing 'World 
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GEOGRAPHY 
India, Pakistan, Ceylon 
ENRICHMENT ACTIVITIES 
Fa-rmers of India 
Film: The Philippines 
CURRICULUM-RELATED YUPIL SPECIALTIES 
United Nations Unit 
AVERY 
HISTORY 
The Peoples of the ·Middle East 
CURRICULUM-RELATED 
PUPIL SPECIALTIES 
Camels, Phoenician Ships 
Arab costumes or Horses 
Mohammed, Koran, Mongols, Ottoman 
Suez Canal, Oil Industry, Pipe lines 
Arabian Nights Stories 
AMES 
HISTORY 
The Story of the Russian People 
CURRICULUM-RELATED 
PUPIL SPECIALTIES 
Rurik, Buildings of Moscow, Tartars 
Cossacks, Czar Nicholas, Peter the 
Great, Russian Farms, Rivers of the 
Soviet, Tundra, The Steppe, 
Byzantine Arch 
DEXTER 
CURRICULUM-RELATED 
PUPIL SPECIALTIES 
Sheepherding, Sheepdogs 
Wool Industry 
GEOGRAPHY 
Southwestern Asia 
ENRICHMENT ACTIVITIES 
Filmstrips: The Mohammedan World 
The Holy Land 
Turkey 
Films: Ali Baba 
Oil Hunters 
GEOGRAPHY 
Soviet Union 
ENRICHMENT ACTIVITIES 
Film: U.S.S.R., Land and ?eople 
GEOGRAPHY 
Australia and Pacific Islands 
ENRICHMENT ACTIVITIES 
Sheep Ranch Country 
APPENDIX K 
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Page 1 Grade 4 
HISTORY 
A PEOPLE WHO LOVED LEARNING AND BEAUTY 
Read Pages 86 and 8~ and study the maps on Pages 88 and 89. 
Find the answe~s to these questions. 
1. What is meant by the Old World? 
2. How did the peoples of the Old World learn to know one another? 
3. Why is Mediterranean a good na.."ne for that sea? 
4. What kind ~f surface do we find in Greece? 
5. How would this type of surface affect the life of the people? 
~· 
6. What kind of coast does Greece have? 
7. How does the coast affect the lives of the people? 
8. Why were the Greeks great lovers of beauty? 
9. What is the climate of Greece? 
10. What smaller sea is east of Greece? 
WAND:&ttiNG TRIBES SETTLE IN GREECE 
Read Pages 87 to 90. Then complete the following sentences. 
Thousands of years ago very an~ people lived in the - ___ ___, 
land of Greece. We kn~w this because ______ of old cities have been 
found there. The happiness of these people came to an end because 
of • 
----
While the people were weak, tribes of ___________ came · 
into their land and took the land for themselves. As the years went 
by, more and more tribes came from the with their • 
----- ------
Each 
tribe settled a of its ow.n. Some of these people became 
----
, and raised crops of and • 
-------- --------~ -------------
From 
these crops they obtained ___________ and -----------· 
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HISTORY 
Grade 4 
A PEOPLE WHO LOVED LEARNING AND BEAUTY 
~ead in your look The Greeks bec9me traders and colonists, P. 90 -
--- -----------~ 
92, then answer the following questions. 
1. Why did m~y Greeks turn to the sea for a living, and 
what wa~ their first seagoing occupation? 
2. Who were they curious about? 
3. What products of t~eir own did they trade, and what did 
they receive in exchange? 
4. In what way did they first imitate the Phoenicians. In 
what other ways? 
5. Why was it natural for the Greeks to.know and love the .. 
sea? 
6. How did the Greeks learn to use arithmetic? 
7.· What is the origin of the word alphabet? 
8. How were Greek customs and ways of living carried to 
other lands? 
~ - ~ - - - - -
Read Paragraph 2, Column 2, P. 91. Complete the following outline: 
I. Uses of olive oil 
A. 
B. 
c. 
D. 
All of the information of Pp. 90 - 92 should enable you to 
answer this thought question: In what ways did the Greeks improve 
on ideas they at first copied from other people? 
Page 3 
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Grade 4 
A PEOPLE WHO LOVED LEARNING AND BEAUTY 
Read the sections Old and strange beliefs and Great City-~tates 
in the Land of Greeqe in your textbook, Pages 92-97, column 2. 
You will learn a great deal more than your book tells you about 
both of these subjects from'Pupil Specialties that will be pre-
sented by your classmates. In order to become familia~ with the 
vocabulary they will use, match the words in Column 1 below with 
the correct meanings in Co~umn 2. 
COLD""MN 1 
worship 
wisdom 
gods and godesses 
bards 
city-state 
weapons 
Spartans 
Athenians 
pedagogue 
courteous 
lyre 
oath 
wealthy 
courtyards 
papyrus 
Mount Olympus 
OOLUI~ 2 
people of Athens 
imaginary beings worshipped in 
ancient Greece 
an independent state ruled by 
a city 
knowledge 
pe~ple of Sparta. 
wandering story-tellers 
pay great honor to 
a teacher-slave of ancient Athe~s 
instruments for fighting 
an early type of paper 
pledge 
a musical instrument 
central parts of Athenian homes 
the home of the gods 
rich 
Page 4 
HISTORY 
A PEOPLE WHO LOVED LEARNING AND BEAUTY 
Read How laws were made in Athe~, P •. 97-98. Then read the 
rollowing and put in the missing words. 
22.9 
In the early days, the people of Athens w~re ruled by , 
but these rulers did not have power. to make all the:..laws. They 
were helped by a council of or an of men. The ~------ ----------
were not invited to the Assembly, so it was made up of 
----
and • 
--------- ------------------
Only the ____________ could 
vote, but the could discuss the laws. 
------~------------------A man could be a citizen of Athens if he ~~d his were 
------
born there. 
In the Assembly the freemen often gave the others good 
---
-----· 
The law would be read, the men would it, 
--~--
and then the citizens would on it. The important 
-------
thing about the lawmaking in Athens was that the ---------------
had something to say about how they should be ruled. 
A Greek word which means "rule of the people" is ,. 
------
In ancient times, was a democracy, and in modern 
-------
times the largest democracy in the world is 
----------~---------
------------------~---· 
Read again the firs·t paragraph on P. 98. Complete the following.: 
I. Men who made up the Athenian Assembly 
A. 
B. 
c. 
D. 
E. 
F •. 
G. 
H. 
I. 
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,; 
A PEOPLE WHO LOVED LE~qNIKG AND BEAUTY 
Read The Olympian Games and How Greece was conquered, P. 98-
---.::...------ --,,_,..;,~...;....-w--..-..;..;,;..;:;.;.;..;...-...;.,.;; 
103. You wi.ll learn more about the Games from a Pupil Specialty, 
so the answers to the following questions will be found on P. 100-
103. 
. . 
1. What might have saved Greece from being conquered? 
2. Who was King Darius? 
3. What message did Darius send to the Greek city-states? 
What was their reply? 
4. What did the Persian king do then? 
5. What did the rulers of Athens do? 
6. \ihy did the Athenians have to meet the Persians alone? 
7. What was the name of the battle that was fought, and what 
was its outcome? 
8. What heroic deed is associated with t~at battle, and how 
is the name of the battle used today? 
9. How did the Persians attempt to de~eat Athens the second 
time? · 
10. \ihat was the result of this b~ttle, and why was it so 
important? 
11 •. What kinds of progress did the Greeks make in the years 
that followed? 
12 •. Who fina~ly conquered the Greeks? 
13. What kind of man was Alexande~? (Find phrases or 
sentences that prove your answers to this question.) 
14. What does the book mean when it says that Alexander 
helped to spread Greek civilization? 
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A PEOPLE \vHO LOVED LEARNING AND BEAUTY 
SUGGESTED ACTIVITY 
Use whatever sources of information you can to fill in subtopics 
for the following main outline topics. 
ANCIENT GREECE 
I. Names to remember 
A. Seas 
B. City-states 
c. Famous battles 
D. Famous men 
E. Gods 
F Goddesses 
II. Things we have today because of Greek civilization 
A. In government 
B. In writing 
c. In books 
D. In the theater 
E. In building 
F. In athletics 
OTHER SUGGESTIONS 
-... __ ~ 
Use the outline to suggest pictures for a class mural, a class 
discussion, or use parts of it for group di-scussions and have the 
group spokesmen report to the class. 
Have an Athenian Assembly about a iaw for your classroom or school. 
ALONG IJ.'HE BLUE 1IEDITERRANEAN 
Page 1 
1. Study the list of new words below, then choose a group 
leader to give your group a Vocabulary Bee. 
Mediterranean·sea------body of water whose name means 
11 between lands" and which is be-
tween Africa and Europe. 
G~lf or bay------------an arm of the sea reaching into 
. the land. 
An isthmus~------------a narrow strip of land that joins 
two larger pieces of land. 
A map------------------a picture. Qf a small part of the 
globe. 
Isthmus of Corinth-----the narrow strip of land that .. joins the two parts of Greece. 
Vineyards--------------fields in 1-vhich grapes are grown. 
2. Read from page 80 to 85 and work the foi.lowing exercise 
alone~ When everyone in your group has finished, discuss 
your answers and make any necessary changes. 
CHOOSE THE BEST ENDING 
a. We can tell which is the old part of Cairo because we 
see the pyramids. 
narrow~-crooked streets and mud brick houses. 
wide streets· and graceful palm trees.· 
b. In Greece , 
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the slopes of one mountain meet the slopes of another. 
there is a great deal of lowland8 
there are very few mountains. 
c. The buildings in Greece are made of 
marble, a hard beautiful stone. 
bricks made of clay. 
wood from the forests. 
d. The houses in Greece are · 
like those found in the Amazon Valley. 
very different from ours at home. 
not much different from ours at home. 
e. The farmers of Greece live 
in villages set high on steep, rocky hills. 
in the city. 
in farm houses on their land. 
f. The good land in Greece is saved 
for farming 
for the planting of trees 
for the building of monuments. 
g. Few cattle are raised in Greece because 
th~ cannot live on grass that grows between rocks 
and the leaves of low plants. 
the Greeks have no need for them. 
there is too much rain. 
h. Grapevines are · 
planted in patches. 
planted in long rows. 
planted in the mountains. 
i. The Greeks use 
olive oil and butter for cooking. 
butter for cooking. 
olive oil instead of butter. 
Page 2 
j. Grapes and olives grow well in Greece because 
there is a great amount of l"ain. 
their long roots go deep into the soil and there 
they l.,ind all the water they need. 
they need very little water. 
3. On the b~.ck of this sheet make t.wo columns, putting 11 Under 
the Desert Sun" at the top of one column and "Along the 
Blue ·Mediterranean11 at the top of the other. Using your 
book put the following items under the proper heading. 
Some of these may be.found in both. Discuss with group 
before putting items on list. 
a. tall grassland 
b. beautiful marole buildings 
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c. slopes of one mountain meeting the slopes of another. 
d. a land that is so dry that little or nothing vdll 
gl"OW there 
e. Lake Chad 
f. goats that supply milk, cheese, and meat 
g. a land that is both wet and dry 
h. great currant vineyards 
i. many fine fruits 
j. field of millet 
k. native huts vtith roofs of stre.w 
lo warm, dry and never very cold 
m. the Isthmus of Corinth 
n. two floods of the nile 
o. wheat, barley, oats 
p. grapes and olives 
q. sheep and goat grazing 
r. Bedouin tents · 
s. Indigo 
t. a rainy season and a dry season 
u. the calendar 
4• While the whole group answers the following questions to-
gether, each of you, in turn work on a map of Greece and 
fill in the following things. a) outline of Europe _and the 
top of Africa b) put in the boundaries of Greece c) The 
Gulf of Corinth d) the large cities in Greece e.) ·a1.1 of 
the bodies of water in the area f) chart on the map the 
part of your trip from Cairo to Athens. 
GROUP QUGSTIONS TO BE ANS\lTERED AS EACH TAKES TURN 
ON MAP . 
a. Name as many things as. you can that you will see 
on your trip from Cairo to Athens. 
b. List the kinds of trees and vines you will find in 
Greece and discuss what you know about each, and 
how it is used. 
5 •. 
6. 
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c. Below is a list of topics. Each of you pick one 
topic that yout d like to learn more about,. and 
prepare a three-minute talk on it. Use at least 
one day for p~eparation and help each other to use 
the encyclopedias and the encyclopedia index. Give 
the report to your group when you have it finished. 
Curra~ts Farming in Greece Grapevines 
Orange groves Greek temples Climate in Greece 
Read silently from page 85 11We Visit Vineyards and. Orange 
Groves" to 11 The Geogl ... aphy \.Vorkshop11 page 91. Then work 
together to find the main topic of each paragrap~. Have 
your group leader write them down for me to see. 
After completing number 5~ answer the following questions 
aloud. 
CLOSE YOUR BuOK AND TEST YOUR MEMORY 
a. Why are goats such valuable animals in the steep 
hills of Greece? 
b. What do the grapevines in Greece look like? Describe 
carefully. 
c. How do olives grow? Answer in detail. 
d. ~Thy wouldn't all fruits grow.well in Greece? 
e. Why do few people in Greece e~t olives? 
7. In the following exercise draw a line from the underlined 
word to one of the th~ee words below that sentence that 
can be used in its place. Do this exercise alone, then 
compare your answers with the group. 
~. A map of Greece shows an arm of the sea reaching into 
the land. ' 
an isthmus a delta a bay 
b. As time passed, 'the shepards in Greece began to plow 
the earth. 
soil farms streets 
c. The early Greeks built many beautiful houses of 
worship to honor their gods. 
temples buildings homes 
d. The gulf of Corinth helps separate north Greece 
f'rom south Greece. · 
. divide connect attach 
8. Pretend you are all Greeks and your group leader is an 
Egyptian who is staying with you for a few days. He asks 
you many questions. The following are his questions. You 
make your own answers after re-reading the bottom of page 85 to page 91. 
. ) 
Page 4 
a. How does one get from Athens to the Isthmus of 
Corinth? 
b. Why is the currant crop so very important to the 
Greeks? 
·c. What other fruits are grown along the gulf' shores? 
d. 1-Jhat othe,r kinds offarms are there in Greece? 
e. What implement is used to cut the ripe grain? 
r. Do all the lands around the Mediterranean Sea have 
the same climate as Greece? 
g. What is the history of ancient Greece? Briefly. 
9. INTERESTING THINGS TO DO 
Draw pictures of some of the things you have learned 
in this un;i..t.· 
Write a play or short story about Greece. · 
Dramatize something that happened in Greece~ 
Make a collection of' pictures about Greece from 
magazines, newspapers, etc. 
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Make alist of' all the Greek products you can find in 
this chapter. See how many of' them you can find in the 
stores. 
Make a bulletin board of things that could be called the 
"yesterday" and 11 today 11 of' Greece. Pictures and 
articles would be best for this. 
Ma~e a display of products from Greec~. 
Make a report on Greek art, music or some other in-
teresting subj~ct. 
,Any other good suggestions will be accepted. 
BRAIN TEASERS 
Here are some questions that were not answered in the text. 
After reading this unit, you should be able to think out some 
of' them. 
1. Could the fruits grown in Greece be grown where you . 
live? If' not, why not? 
2. How do you suppose the life of' the children in early 
Greece differed from that of' the boys and girls in early 
Egypt? 
3. Do you suppose that a great change in the climate of 
Greece would change the lives of' the Greek people? 
If' so, how? 
4• What do you think are the things about America a 
Greek child making his first visit here would notice? 
Page 1 G Grade .5 
HOtv THE ENGLISH COLONIES -BECAJYIE A NATION 
Pages 108 - 129 
Here are some words you will need to know before you can 
understand how the thirteen English colonies worked together 
to become a new nation. As you come to these words~ read 
carefully and discuss what the words mean to you. The pages· 
on which you will find these words are given beside the words. 
rights 112 
constitution 126 
majority 127 
nation 128 
taxes 113 
congress 119 · 
amendments 129 
1. Read pages 108 - 110. Then work out the quizz below to test 
ho-v; well you have understood what you have read. 
Some of the sentences below tell why the English colonists 
of 1763 thought ot moving west. Place a check mark before 
the five correct. statements. 
1. 
2-o 
3. 
4· 
5. 
6. 
8. 
There were enough trees to build new houses~ and 
there were animals to supply food and furs. 
French soldiers and fur traders would no longer make 
trouble for colonists who wanted to go west. 
The l~nd to the west had been bought from the Indians. 
To move to the new frontier, the settlers could use 
the rivers that flowed westward. 
The government had already built forts where settlers 
could live until they built new towns. 
Boundaries between Spanish and English claims were 
well marked1 and the colonists knew how far they could 
go. 
In the west beyond the mountains, there was farm land 
enough fo.t1 everyone who w~nt ed his own f'arm. 
To people in Europe and to restless colonists, the land 
to the west seemed like a fine place to live and work. 
2. Discuss the misunderstandings which arose between Indians 
and pioneers and explain how they came abouto 
3. Read pages 110 "f 11,3. Then turn to page 130, 11~fuo Is Talk-
ing?111 and choose three people to be the speake:r>s. As they 
read the imaginary conversation jot down who the speaker is. 
The directions and spelling of these speakers is pn thii 
page. Do you ~11 agree as to who is talking? 
Now turn to the map on page 84 and review the division of 
land among the various nations which made colonies. Notice 
the land controlled by the English, and the vast areas still 
unexplored. Why do you think the English colonists in the . 
coastal regions 'tvere anxious to move westward into land be-
yond the mountains? Discuss your reasopso 
Look ahead in your text-book to page 114-115 and list the 
different nationalities who became neighbors in the new land. 
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From what nation did these people come? 
from a continent rather than a nation? 
What group came 
4. Make a list of the causes of discontent between the colonists 
and their government., As you read think about these 
questions. 
1. 
2. 
3 .. 
~= 
8. 
9. 
10., 
11. 
12. 
Why did the colonists want larger areas of land? 
How did the Indians' way of life clla.nge? 
What p~oblems d!d the superintendents have to face? 
Wha~ compromise was ~eached? 
What lanQ.had been given to England by France after 
the Treaty of Paris? 
Why were the English colonists d;Lssatis.fied with the 
new boundaries for Quebec? 
In v:hat ways 't'J'ere the gove~mnent of the English 
colonies and the French colonies different? 
Why did the settlers disregard of the Indian Boundary 
Line lead to quarrels? 
How is money raised to carry on government activities? 
Why couldn't the colonists pay for their own defense? 
Why didn't the seaboard colonies want to pay for de-
fense of the frontier? 
Did the increasing numbers of settlers from other 
nations consider themselves Englis~~nen? 
5. On pages 115 - 116 you will read how the colonists changed 
in their feelings or loyalty to England. Discuss how this 
nhange came about. The colonists we~e thinking of them-
selves as American rather than English., How did this change 
in feeling cause more disagreements with England? 
6. Pages 116 - 117 will tell you something about the old trade 
laws. IVJ:ake a list of these laws, and explain 'tvhy they we~e 
passed. VJhy hadn't the colonists objected to them in the 
begin~ing? What eha.nges in the industries of the colonies 
made these old laws seem unfair? ~ihy did the English 
colonists object to the old laws and not the Spanish colonies? 
1.-Jha.t were some of' the taxes that Parliament wanted to impose 
on the colonists? For what were these taxes to be used? 
Why did Parliament feel they should ask the colonists to pay 
t~e taxes? Why did the colonists feel Parliament had no 
right to make them pay taxes? What was Patrick Henry's idea 
of the t~ question? 
7. You can understand now that the colonies and the English 
government could not agree. The colonies had to find some 
way of working out their problem together. If you look at 
your map on page 66 you will find one reason why this was 
very difficult. Rea~ pages 119 - 120 to see how they organ-
ized to try to solve their problems. These questions should 
help you in your r~adinge 
1. What was the first ·cont;i.ntenta1 Congress? 
2. How was it started? 
3. What was the reason for its being called? 
Page 3 
6. 
Who were the lead•rs! 
What were the thirteen colo~ias tbQt opposed th& 
English government? 
Wh$t othe~ Engli.sh colonies did not jo1n in the 
quarrel with England? 
Why wasn 1 t the ri~st Continental Ooncreae a suoo~sg? 
238 
8. You ~Q not need to know all the m11it~~7 events ot the War 
~o~ Independence, but you should know about a few oX the 
b~ttles and their results. As you read pages 120·~ 122 keep 
in mind that the colonists were willing to f1gbt for their 
desi~e ro~ r~eedom Qnd worked will~ngl~ together to wln 1t. 
This O'Utline will hE:f.l,p you to understand the War :ror IQ• 
dependenQe. 
lo The first battle. 
A-. Date 
Bo Place 
c. Reason 
D. Result 
II~ Second Continental Congress, 
A. Date 
E~ Place 
c. ~eason ~or meeting 
Do Problems to discuss 
E. Important members 
F. vJhat they decided 
III. The Colonial Army 
A" Uniforms 
B. Equipment 
C.· Training 
D. Respect for their ~eaQer 
IV.. Other battles 
A. The attack on Quebec 
B. Hashington's .first success 
c. Burgpyne's surrencer 
D9 Valley Forge 
E. Help .from France 
F. George Rogers Cl~rk 
Go Cornwallis surrender at Yorktown 
v. Treaty of Peace 
A" Extent of the ne"L\1' nation 
B. New .flag 
c. Independence ror colonists 
VI. Declaration or Independence 
A, Date 
B• Signers 
c. Liberty- Bell 
D. Fourth of July 
E. Articles of Confederation 
9. Read pages 126 ~ 128 to underst~nd the problems at the end 
of the war. 0~ page 123 the Articles of Confederation is 
described. What were the weaknesses of these articles? 
What sort of government did they provide? \jhy werenrt the 
Page 4 
colonies "t-rilling to stand by the a:::ticles afte.I" the war? 
What powers t.ve:Pe grahted to Conaress under these articles? 
What powers did Congress need in order to end the quarrels 
bet-::.l!"een the states? How vras tne problem solved? 
10. On pages 126 .. 129 the new government of the colonies is 
described. Read these ~ages carefully, and fill in the 
blanks in these sentences to show you have up~erstood it. 
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1. Unde.I" the the thirteen states were 
not united-enough to make them a nat:t.ono 
2o was made president of the Congress 
wh~ch met-rn 1787 to make a plan for a government. 
3. The new plan of gove;::;>nment vras called the ------• 
4. The leaders of the Congress could not agree on the 
number of __ from each colony. 
5. The Congress decided to have two groups, the ---------
and the , make up the new Congress 
of the D.So 
6. '.Phe head or, the new government t.vas to be called the 
8. 
------·------------~--· 
The was planned to decide 
whether people haa broken the laws of the country. 
The central government of the thirteen states could do 
only the things that the gave it power 
to doe 
9. 11 To form a more perfect un:t.on11 meant the binding of 
the. thirteen separate colonies into one • 
lOa The had to be approved by nine states 
before it became a law. 
11. The first ten amendments or additions and changes to 
the Constitution are known as the • 
12. The first capital of the u.So was in -----------------· 
1.3. The first president of the new nation v.ras ______ .. 
14. was chosen by the first president to 
manage "the money of the new nation. 
15. Washington served as presid$nt years. · 
11. Turn to page 129, and find the check at the bottom of the 
page. Copy the sentence, and choose the answe~ that you 
think is the right one. Do this alone as this will be a test. 
Then copy from the list at the bottom of page 130 the~states 
which decl~red thei~ indeoendenoe in 1776o Do this alone also. 
INDIVIDUAL WORK 240 
1. Bring in a copy of the original Constitution. Compare 
it with the present one that has all the amendments. 
Which amendments have caused much discussion among the 
citizens r-ecently? 
Which amendments are the bases for the 11}1,our Freedoms 11 ? 
What cases have been ~ecently tried by the Supreme Court? 
What other countries do you know of that have adopted a 
.Constitution much like ours? 
~o is the present head of our Supreme Court? 
How are the judges in the Supreme Court chosen? 
ltJhat does it me~n when you put on ;rour "John Hancock11 ? 
2. Use an encyclopedia to find out more about George Wash-
ington. 
Why was he chosen to be the leader of the Continental 
army? 
What qualities did he have th~~ made him a wise choice 
for our first president? 
What places have been named in his honor? 
Write the story of his life by using a simple outlineo 
3. Our Capitals. 
What cities have been the siteof the seat of our govern-
ment? 
Make a scrap book of the present city of ·washington, 
\ 
with pictures of the most important bui~dings and memo~ials. 
4• List the p~esidents from the time· of Washington to the 
present time, with the dates of their terms. If possible, 
get their pictures. Write one•thihg ~bout each president 
that will help sh.olV how he served his country. 
Read to find out the qualities a man must have before he 
may be chosen presidento 
How is the president .elected? 
5. Illustrate the various flags that have been used since the 
one at the time of lJashington. Give the d,ates when these 
flags were used, and explain what they represent. W~en 
will our present flag be changed, and e~plain whyo 
6. Make a time line or chart showing the follo1.ving events. 
Early colonies ••••• English, French, Spanish, Dutch 
How England won control or most of the lando 
Tro~ble over t~e trade laws 
How ~ndustries in the colonies progressed 
Moving westward 
JYieeting of first Continental Congress 
Battle.at Lexington 
Washington's colonial army 
Loyalists leaving the colonies 
Declaration of Independence 
George Rogers Clark's victory 
Making the first flag 
Second Continental Congress 
Independence Hall •• , •••• Liberty Bell 
Washington chosen as President 
Constitution adopted 
Washington's helpers .......... Cab;tnet 
Mount Vernon 
STUDY GUIDE 
GEOGRf..PHY 
Grade 5 
The Northeastern United States - Pages 43 -· 98 
A. • Read from "An Explorer and his Story" on P. 43 to 
11Many Busy People Along the Coast 11 'on P. 56 
- . -
Fill in the blanks: 
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1. The men who finally explored the East were --------------· 
2. , and Ital:ian, had been hired by 
the King of England to explore the Coast of North America. 
3. In 1607, a new settlement was .founded and named • 
-----
4. One of the first settlers in Jamestown was 
who wrote several reports to tell the English people about 
America. 
B. Read from "Many Busy People Along the Q~st" on P. 56 to 
"A Region of' City People11 on P .. 68o 
1. Compare the five largest cities in area and=population. 
List them in order from largest to smallesto 
2. Four of these 5 cities are seaports. One of them is 
not - why? 
3. l 1Iatch the rivers :Ln column I with the cities in which they 
are found (colmnn II.) 
I II 
l. Harlem River · 
2. Schuylkill River 
3. Chesapeake Bay. 4. East River 
5. Hudson River 
6. Charles River 
7o Potomac River 
8. Delaware River 
a. Baltimore 
b. Ne1r1 York 
c. Boston 
do Philadelphia 
e .. Washington, D. c,. 
c. Read from 11A Region of City People11 on P. 68 to 11Valley 
Regions of !Vlany People11 on P. 74. 
1. Why is a city a good market .for foods of all kinds? 
2. Give three reasons why much of the land is not used for 
farming. 
3. Why does New England have more fishermen than any other 
ports of the coast? ( 3 reasons) · 4. Explain why manufacturing, trade and transportation go 
together? Why does one depend upon the other? 
D. 
E. 
F. 
G. 
1. 
2. 
3. 
4· 
5. 
6. 
1. 
2. 
3. 
4· 
1. 
2. 
3. 
4·· 
5. 
6. 
1. 
2. 
3. 
4· 5. 
6. 
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Read from "Valley Regions of Many People" on P. 74 to 
,, people 0 f' :PerinaYIV: ani-;-va.rre-ys·ilou p ~ 7 8 0 
Why did cities suddenl.y. groir.J' after the Erie Canal was 
finished? . 
What is the new canal called? 
Explain the reason for locks in a canal. 
What important mineral is found near the shores of 
Lake Superior? 
Match the industries with the cities in which they are 
found. 
I II 
1. copper al1ticles a. Syracuse 
2. electrical equipment bo Rochester 
3. heating & cook~ng Co Rome 
equipment d. Schenectady 
4. cameras e. Utica 5. salt f. Buffalo 
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On a map of the Northeastern States, locate the following 
cities: Buffalo, Syracuse, Utica, Rome, Rochester and 
Sche~ectad.y ~ . 
Read from ttPeople of Pennsylv·ania Valleys" on P. 78 to 
n\vhere Few People Live 11 an·P. t14. 
What are the three large Rivers in Pennsylvania? 
Why did the little settlement of Pittsburgh grow so fast? 
Most of the steel mills are found beside what three rivers? -
What is Pittsburgh's chief industry? 
Read from "Where Few People Liven on P. 84 to "Where East 
and South Meeth on' P. 89o-
How do visitors bring business to the people who live in 
the mountains? 
Why are forests so very important to us? 
What steps are being taken to conserve our ~orests? 
Discul$s the various crop·s raised ;i.n Maine and the biggest . 
farming regions~ 
Where is the region of dairy farms? 
What one state is particularly famous for its maple syrup? 
Read from "1rJhere East and South. 1-1eet" on P. 89 to the end 
ot the chapter on P. 95. 
What are the three types of land? 
What is the Pie~~ont? 
What kind of crops are found growing on the coastal plain? 
What special crop grows on the Piedmont? 
For what reasor1s are the following cities well-known -- . 
Winchester, Willi~~sb~rg, Richmond and Charlestone 
On a map of the Northeastern states, locate these famous 
resort areas: White Mountains of New H~apshire; Berkshire 
Hills of M~ssachusetts; Adirondacks and Catskills of New 
York; and the Blue Ridge of Virginia. 
I. IVlap Exercise: 
NORTHEASTERN UNITED STATES 
Geography Gr~qe 5 
Review 
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On· .a map o.f the Nor•theastern 
Philadelphia 
States, locate the ~ollowing; 
, Saratoga 
Valley Forge Lexington 
Trenton Yo.rktown 
New York St. Lawrence River 
Hudson River 
Also locate tb.e ~cutes taken by the .following people: 
1. \'Jashington' s route - indicate by making a solid 
black line 
2. The British~A-r-m~i-e-s~1-=R~o-u~t-e-to Philadelphia 
indicate ~JY making a dotted line •••••••••••• 
3o . .Bu:r.goyne'-s ·route , ... __ indicate by drawing a red line 
4• '!~he third British expedition - indicate by drawing 
small ar!'ows 
II. Map study: 
We have studied about many different kinds of' mapse Some 
of these maps have changed during tha ~rears since colonial 
times, and. some have remaineq til,e same" Compare the maps 
of' colonial times with those of the p~esent time. Write 
the word CHANGED or SAME a.fter the following mapsa 
1. Vegetation -
2. Temoerature 
3. Rainfall_ ·------
4. Population 5. Special p~-o~d~u-c-.t-s--~---
6. Physical 
7. Politicar 8. Road -------~------
9. Growing season 
-------
III. lV!ap Exercise - Indicate 1.Vashington on the map by using a 
dot. Indicate the .following items by w~iting their numbers 
in the correct places on the mapo 
1. George Washington's Home {Mt. Vernon) 
2. The land he surveyed in the wilderness 
3. The route he took when h.e warned the lilrench to 
leave Ohio 4. Fort Duquesne 
5. Fort Necessity 
6. Where he took command of the army 
7. Where he met wtth the first Continental Congress 
8~ The First Capital 
9. The present Capital 
IV. Map study: 
1. List the important seaports of colonial times. 
2. Write the names of tnose still important today. 
3. Write the names of those that have become important 
since colonial times. 
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4o List the important crops of the colonial times. 
5. Check those important tod~y. 
6. Add any new ones which you think are impo~tant 
to the listo ---
7. List the important e~ports during colonial times. 
8. List the e::::ports of todayo 
V. 1'11ap ~vork 
l. Compare population maps of colonial times and today. 
Show on tne maps the shift qf population. 
2. Discus·s Tr:tangulal;' Trade. 
3., How does this mark the beginning of slavery in the 
South? 
l.L. Why was it necessary to import slaves? 5. Compare industries in the Northeaetern states and 
the Southern stat~so 
·-. 
245 
P, 99 - P. 137 
A. Read from "Peoples and Places in the Southn on P. 99 
to 11 Southernscenes 11 on P • .LOl. _____ ......;_..;..;.......;,.;;. 
1. Ho1v have we been affected by the early Engl·ish 
settlers? 
2. Who were the very first settlers ~n the South? 
3. What is the oldest city in £he United States. 4. Why is the architecture different in Sto Augustine 
from that in other cities? 
5. What city in the South is principally French? 
6. Why did the gover~~ent of the United States have to 
set aside.special areas as homes for'the Indians? 
B. Map Work 
1. 
2. 
3. 
4. 5. 
. 
Using an outline map of the Southern states, draw a 
colored line around these states except along the 
coasto . 
"L-Jhat is the lar•gest state in the South? 
Find it and label it. 
Find the mouth of the Mississipp~ River. Label it. 
In what state is the mouth of the Mississippi found2 
Label ito · 
Write the state that reaches farthe.st north? 
What state reaches from the parallel of 350 North 
Latitude to the Gulf·of Mexico? Write ita name on 
yoUl"' mapo 
What state is entirely north of the parallel of 35° 
north latitude~ It reaches from the JYiississippi 
River to the Appalachian l"Iountains. Label it. 
C~ Read from 11A Trip from East ~o West", on P. 108 to "New 
Orleans to San Antonio 11 on P. ;Lllo 
1. What kind of vegetation is found across the state of· 
;Eflorida~ . 
·vJhy is not Pensacola one of our greatest seaports even 
though it has a fine harbor~ 
What makes Spanish rr1oss such a strange plant? 
D. Read from 11 Nev-r OrJ..eana to San Antoniou o·n P. 111 to 
11 Into The Desert Oo1.1ntryl' on' P. 115. 
1. JYiatching exercis·e - Match the items in Column I with 
those in Colunu1 II. 
I II 
1. A great seaport even Ao oil 
though it is more than 
100 miles from the 
ocean 
2. wide banks of earth B. Spanish moss 
that keep the river in 
its channel 
• I 
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.3. tall steel to-c-rers 
4. the plant that has 
no roots and needs 
no soil 
5. plants that look like 
tall, coarse grass 
with thick stems 
6. petroleum. 
c. sugar cane 
D. New Orleans 
E. lev.ees 
F. derricks 
2. ) , tVhat grain is found g.rowing here? 
3.) wnat is the chief business in Beaumont? 
4•) lrJhat new Cl"'Op is found \-Jest of Houston?· 
5.) lf.ihy is San Antonio a different kind of region'? 
Read from "Into the Desert Country" 
.Q.ll!nate Does for the South"• 
on P. 115 to "What 
-
Fill in the blanks. 
1 .. are small~ feathery leaved trees. 
------
2 • Ranch:ers keep goats for their --------· 
vfhen a goat's hair is clipped, it is called • 
-----
.3. 
4. The hilly country west of San Antonio is a region of 
population~ 
-----------------· 
5. The city of Del Rio is the 
world. ------
capital of the 
6. A very deep, steep-sided river valley is a ---------· 
7. The plant most often seen in the desert is the------~ 
8. Small canals or ditches which bring water to a dry 
area are called • 
F. Read from 111nJhat CJ.J,.mate Does for the South11 on P. 118 to 
11 Conserving Southern Soil 11 on P. 125;---
1. Name three nighland regions found in the South. 
2. Discuss the ways in which Southe~n farmers are like 
Northern farmers. 
3. Discuss the one big advantage that Southern f~rmers 
have over Northern farmers. 4. Where is the big vegetable region located2 
5. Discuss the kinds of crops found in various regions 
in the South. 
G. Read fJ;>OITl "Conserving Southern Soil" on P. 125 to 11 The 
\Jarm Southern Coast 11 ,' on P. l27. 
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1. MatchjEg_~x~rcise: 
a. 
b. 
c. 
d. 
e. 
f. 
g. 
The crops listed in Column I are found in the areas 
listed in Column IIo 
I 
Peanuts 
Citrus fruit 
Peaches 
vegetables 
pecans 
·rice and sugar cane 
toba.~ZcO 
1. 
2. 
3. 
4~ 
5. 
6o 
7. 
:ti 
Georgia 
tvest along the coast o:r Tex~s 
Virginia ~~d North & South 
Carolina 
Florida and the Rio Grande 
Valley 
S.E. Virginia, N.E. Carolina. 
s. W. Georgia 
The Everglades 
Gulf Coastal Plain from 
Florida & Georgia 'to Texas 
2. Discuss the life of the mountain farmer. Compare 
it to that of the other farmers. 
3. List the ways in which farmers try to conserve their 
lando 
Read from 11 The Warm Southern Coast" on Po 127 
dustries Depend upon Resources 11 on P. 130 •. 
to 11 In-
Fill in the blanks. 
1. The four most important southern seaports are ---------
1 , and • 
---------- ----------·----
2. The four important seaports on the Gulf C®ast are 
3. 
4· 
-----' , , and-------· 
Name two products that come from Southern waters. 
Give several reasons why the tourist business has be-
come so.large. Tell how it affects the hotels, rail-
roads, airlines, restaurants, stores, etc. 
I. Read from "Industries Depend Upon Resources on P. 130 and 
"Playgrounds In The South1'0n P. J:'3'notheend of the 
chapter on P. 137. 
(For use with multiple response cards possibly) 
1. Tell whether these prod'qcts come from the Farming Regions 
or the Fore~t Regio!!!!; pa.permaking, peanuts·, . cotton, 
cottonseed oil, pecans, telephone poles, res~n, oranges, 
tobacco and vegetables. 
2. Discuss the work of the T.V.A. 
3. Give three reasons why the Eastern Highland region is 
a big industrial region. 
4• Matching exercise 
I II 
1. old French Quarter A. Texas 
2. oldest city ~n u~s~. B. Charlest;on 
3; The Everglades c. Natchez 
4· ranches D. St. Augustine 5. The bluebonnet E. New Orleans 
6. flower gardens F. Florida 
STUDY GUIDE FOR LIVING IN CENTRAL EUROPE 
I. Introduction 
You are about to study a part ot Europe that has been 
greatly changed by World War IIo Before the war most 
of these countries were agrtcultural rather than in-
dustrial. Today many of these countries are trying to 
set up an industrial· p~ogrrun. Many of these countries 
have been living behind the Iron Curtain since the end 
G:r:.a.de 6 • 
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of the.War. (1} Use a reference book or a map with a 
later copyright date .than your textbook to find the 
boundary line· between East and ~vest Germany. (2) Use 
the latest reference books to find out vrhich of the 
following countries are free countries and which are Iron 
Curtain countries. Then put each country under the 
correct he a dingo 
Countries: Austria, Bulgaria, Czechoslovakia, East 
Germ~ny, Hungary, Poland, Romania, Switzer-
land, West Germany, Yugoslavia. 
Free Countries 
1. ______________ __ 
2·------~~~----
3 ·-------
II. Vocabulary 
Iron Curtain Countries 
1---~--------- 5. __________ __ 2. - ... 6. ______ _ 
3. 7 ·....-------4·-...--------
Here are some new words that you will need to look up in 
a dictionary or an encyclopedia. Write a definition of 
each word~ 
1. transition 3. lignite 5. Teutons ? •. Slavs 
2. Magyars 4. bauxite 6. attar (of roses) 
Here are some review terms that you will come across in 
this chapter~ Match the terms in Section I with the mean-
ings in Section II to be sure that you understand them. 
Use the letters in your e.nst-rers. 
Section I 
1. rotation of crops 
2. lr;aolin -
3. hydrodlectric power 
4• navigible rivers ---
Section II 
5o tributaries of a river 
6. intensive farming -----
7. pro·gressive methods of 
farming . 
8. primitive methods of. 
farming 
~------
A. sm~ler rivers that drain into a larger river 
B. any river that can be used for travel or transportation 
c. white . clay used to make china or porcelain 
D. using careful cultivation and a quantity of fertil-
izer in order to grow a large crop in a small area 
E. electricity made from water power 
F. using modern power equip~ent and scientific methods 
of farming 
G. moving the location of' a crop .from year t.o year to 
keep the soil from wearing out 
H. most of the work is done by hand with simple farm 
equipment. 
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III. Read pages 135 - 137 
Answer the following questions. Use complete sentences 
in ~nswering questions 3 and 4~ 
1. In what part of Central Europe do the people of 
Teutonic origin live? 
2. In what part of Centrel Europe do t"he people of 
Slavic origin live? 
3. When did the :Na.gya1.,s ?-rrive in Central Europe? 
Where did they come from and where did they settl~? 
4• Explain how the distribution of the peo~le of 
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Teutonic origin and the distribution of people of 
Slavic origin help to make Central Europe a transition 
areao 
-
IV. Map Work. Read pages 137 - 139. Use Maps on pages 58-59 
and 60o 
On a map of Central Europe loc~te and name the following: 
Countries: Germany~ Poland, Switzerland, Austria, Hungary, 
Romania., Bulgaria, Yugoslavia., Czechoslovakia 
Rivers: 111Jeser, Oder, Elbe, Vistula, Danube 
Cities: Berlin, Warsaw, Bern, Vienna, Budapest, Bucharest, 
Sofia, Belgrade, Prague 
Seas: North, Baltic, Black, Mediterranean, Aegean, Adriatic 
\vhile· each one is doing his share of the map the rest of 
the group should continue with the study guide. Using 
the maps on 58-60 locate the following plains, uplands, 
mountains and rivers~ 
(1) North Plain, Great Lowland Plain, Plains of Hungary, 
Walachian Plain, Central Uplands, Alps, Carpathian Mts., 
Transylvanian Alps, Balkan Mts., and the Dinaric Alps. 
(2) What 4 rivers flmv across the lowland plains? In what 
direction do they flow? What large river flows through 
the Hungarian and Halach.ian Plains? In which direction 
does it flow? 
(3) Explain how the mountains of Central Europe form a 
continental divideo 
v. Farming in the Lowland 
Explain how the change 
makes Central Europe a 
Plain Read pages 139 - 141 
in climate along the Lowland Plain 
transition area. 
At the top of the following page you will find four columns 
to fill in. Under Letter A list the grains raised in the 
Lowland Plain. Under Column B list the uses of the potato. 
Under Column C list the livestock raised in the Lowland 
Plain. Under Col~ D fill in the conditions favorable for 
raising sugar beets. 
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A B c D 
1. _______________ 1. 2. 2.------------ 1. ____ _ 2. 1. ____ _,;;;.soil 2. climate 3. _____ _ 
4. ____ _ ----- 3. population 5. ____ _ 
VI. Manufacturing and Transportation in the Lowland Plain. Read 
pages 141 .. 1~.6. 
Finish these sentences from the word list below. 
1. Two large coal mining areas are and • 
· 2. is located in near the 
of Breslau. 
-------3. is located in Germany near the 
Ore IV!ts. 
1rJord List 
Poland city saxony East Silesia 
---------~------~-·~-~·-~-------~----~·--------------------Explain how it is possible for cargo to travel from the 
interior of Central Europe to the English Channel over 
inland waterways. 
Put each seaport city on the correct river. 
The cities: Stettin~ Hamburg~ Danzig, Bremen 
~-,r' ~-
G~ t.S 
)t ~)u ~ ~ \:9. ~ -.._ 
The rivers: 
~ ~~ 
\nJhich of the statements below are true? \nJhich are false? 
Draw a circle around the T if the statement is true. Draw 
a circle around the F if the statement is false. 
Te F. I. The reiel Canal connects the Baltic Sea with the 
T. 
T. 
T. 
T. 
T. 
T. 
F. 
F. 
F. 
F. 
F. 
F. 
North Sea. 
2. Stettin is located on the North Sea. 
3. The Baltic Sea freezes over in the Winter. 
4• Bremen is a gateway city to the North Sea. 5. Danzig is located near the Kiel Canal. 
6. Hamburg ~s located on the· Baltic Sea~ 
7. Bremen and Hamburg are the 2 cities nearest to 
the North Atlantic Trade Routs. 
T. F. 8. The Kiel Canal is not very useful as a time saver. 
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VII. The Central Uplands. Read pages 146 - 149. 
Although the uplands is high land, many areas are ~airly 
level. The crops that grow on the hillside dif~er from 
the crops that grow on the level lands~ Below are a list 
o~ crops raised in this region. If the crops are raised 
on level land, write level land after tham; and i~ the 
crops are raised on tEB. hillside, wriue hillside a~ter 
themo -.---
Hillside or Level land 
1. Tobacco 5. Orchards 
2. Forests-----------------
3. Grains 
--~--------------6o Vineyards-----------~-----7. Potatoes 
4• Pastur-e~1-a-n~d------~---- 8. Sugar be-e~t----------------
w-----------------------------------~--------------------------Explain why skill in woodcarving 
in this region" 
and toy making has developed 
The Forest and the Forest are ~avorite 
~~----~~ --------tour:i,st resorts·o 
VIII. The Alpine Region R~ad pages 150 - 153 
Explain why the scenery is Switzerlanp's most valuable 
resource. 
·Name Two: Give two answers for ·e·ach of the ~allowing. 
1. Name 2 articles made by the Swiss that require small 
amounts of raw materials but a great deal of skilled 
labor. 
l 2~~~~--~~~-------~ 2. Name 2 products exported b_y the Swiss that are made 
f'rom milk. 
l 2--~~--~~~--~---3. Name 2 ~avorite resort areas in the Austrian Alps. 
l. 2 
4c Name 2 important industries ~c~a-r-r-.i-e~d~o-n--i~n--a~n-d~_-a~r-o-un~d Vienna. 
1=---------~-==-- 2~--~----~~~~--~ 5. Give 2 reasons why Vienna's location makes it an i~ 
portant cityo 
l 2------~----------------
--------------------------------------~--------------------~----
IX. The Middle and Lower Danubeo The Balkan Mountains. 
Read pages 154 - 160 
The material that you just read was divided into 3 regions 
Hungary, Romania, and the Balkan which included Bulgaria 
and Yugoslavia. on·the next page you· will ·~ind a list of 
crops and products from the three regions. If a crop or 
product is found in Hungary, write H after it; if a crop 
or product is ~ound in Romania, write R a~ter it; and if a · 
crop or product is found in the Balkan Region, write B after 
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it. Some are ~ound in all three regions, some are found 
in two regions, and some are found in only one region. 
Crops Region 
l. wheat and corn 
2. orchards and vineyards 
3. tobacco 
4. sugar beets 
5. sheep and cattle 
6o hogs 
'i'{. goats 
8. cotton 
9. mulberry trees 
10. roses 
11 .. oil fields 
12. Bauxite 
X. Famous Central Europeans See page 162, column 1 
On page 162 of your text book you will find a list ot 15 
famous people who were born in Central Europe. Divide the 
names up among the members of your group. Use re~erence 
books to ~ind out why these people bec~ae famous. Write a 
short biographical sketch about each person that you read 
abouto 
Grade- 6· 
STUDY GUIDE ON INDUSTRIAL HESTERN EUROPE 
I~Iaps 
I. Please read page 55 through the bottom of page .62. 
On five separate maps fill in the follo~ing items. 
1. 
2. 
4· 
5 .• 
Print the names of the countries of industrial 
western Europe. You may check the spe~ling so-it 
will oe correct. 
Show the latitude and the longitude of industrial . 
western Europe on your second map. Also include the 
zone Ol" zones industri.al western Europe falls in. 
Note the approximate location of these cities of 
industrial 1-1estern Europe: London, Papis, Bonn, 
Berlin, Nantes, Marseille, BeJ,..fast, Amsterdam, Antv-rerp, 
Birmingha~, Bordeau, Card~ff, Cologne, -Dublin, Frank-
furt, The Hague, Harve, Leeds 1 Liverpool, Liege, 
Manchester, New Castle, Rotterdam, Stoke-on-Trent, 
an~ Southhampton. 
On map four show the important rivers. 'You should 
have at lea~t eight~ 
On map five illust~ate the rainfall and the growing 
season. 
Be sure to include a key with each of these maps. 
In group ~iscussion compare the weather and climatic 
conditions of industrial western Europe with those in 
the United States o·f similar latitude. During the dis-
cussion list the important points that are brought out 
and each person keep a copy to study further. 
2. Please read from manufacturing in lrlestern Europe at the 
bottom of Page 62 through Page 74o 
In front of each of the following list the word, words or 
phrase, phrases that ivill cor11plete each correctly. 
< 
l~ 
2. 
3. 
4e~ 5. 
6. 
7. 
8. 
9. 
10. 
11 •. 
12. 
lJ •. 
14. 
15 .• 
The areas of major manufacturing in western Europe are 
The Industrial Revolution began in 
Important iron deposits are found in 
Important coal deposits are found in 
Three i~portant things to the production of steel are 
.T~-ro great steel districts on the Sritish Isles are 
.The valley Nith the greatest industrial co~centration 
is the 
Two centers of heavy manufacturing in Belgiunl are 
Belgium's best seaport is 
In Loraine and the Rubr we find many 
One of France's great iron-mining regions is 
The Rineland coal comes from 
The great industrial regions in Germany are 
Some famous shipbuilding centers in indu,strial 'tvestern 
Europe are 
In early days some of the most famous 'tveavers lived in 
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16. · In England today the woolen industry is centered 
around 
17. Today most wool is imported .from 
18. We find large woolen mills in 
19. The British cotton industry centers around 
20. Som~ of the finest flax is grown in 
21. Who helP.ed make Engl:i.sh pottery .famous 
22. Haviland china is made from 
23. Some other western European pottery cent~rs are 
3. You many read from Page 75 through the middle of page 81 
In the following exercise choose the best ending and put 
the letter of the ending in f~ont of the ntunber~d state-
ment. 
1. Industrial Europe is also a great area for 
' a. crops b. farming c. harvesting 
2. A favorable condition to farming in this area is 
a. rainfall b. the ocean c.industry 
3. Another favorable condition to farming is 
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a. water b. fertile lowlands c. rich highlands 
4• Farming in this area is 
a. crude b. intensive c. agricultural 
5. The area around the Wash bay. is called the 
a. great fens bo Paris Basin c. breadbasket o.f 
of England England 
6. A cool-climate crop is 
a. wheat bo sugarbeets c. barley 
7. Cool-climate crops grow in abundance in 
a. England b.· the Netherlands c. Scotland 
8, A crop that supplies much food from little SP,ace is 
a. grapes bo ·potatoes c. rye 
9. Planting field~ in regUlar order is called 
10. 
a. crop rotation ' bo intensive farming 
c. dif.ferent crops 
Sugar-beets call .for 
a. good rainfall 
c. 
b. sparce population 
middle latitude climate 
You may read from the bottom of Page 81 (Fishing in 
Industrial Europe) through the bottom of Page 83, where 
it begins Industrial Europe and World Tradeo 
Answer the two questions in complete sentences. 
1. Where is one of Euro~es great fishing grounds? 
2. In what ways are fishing co~~unities alike? 
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5. Please read £rem the bottom of Page 8~ through Page 87. 
Sort the following products into two lists. List 018 
should include those things that are impo~ed into 
induat~i&l western Europe. List ~~0 should ine1ud• those 
products that are exported by industrial western Europe! 
leather 
meat 
machines for factories 
coconuts 
metal tools 
wheat 
cof.t"ee 
salt :fish 
cacao 
raw woolen and oot~n. fibeX"S 
sugar 
6. Read Page 89 through the middle of Page 10,5 
Prepare an oral report on one of the eountries of 1~ 
dustr1al we3tern Europe. In your report cover these 
topics: 
A, Gao graphy 
l, Grol>Jing season 
2, Rainf"all 
3. Population 
4~ Major or outstanding features 
B. History 
1. Language 
2. Government 
3. Cultural life 4. Important events 
5. Famous people 
c. Industry 
D. Agricult~e (rar.ming) 
You may include maps, graphs, and concrete ex~ples to 
make your report more interesting. You will need to use 
other sources for inrormation besides your geography 
book. I s~ggest you use there: encyclopedias, dictionary, 
atlas, and the librarz. There are some filmstrips and 
there may be one you would like to show in conjunction 
with your report. 
Write a short summary of the important information in 
the geo.g:c>aphy book about each of the countries besides 
the one you are preparing ~n oral rep~rt on. Be sure to 
try and cover as much information as you are able. You 
may include any other 1nfo.rmation you might have or find 
that you Teel is important. 
Word Meanings 
Please underline the correct meaning for the word in the 
column at the left; 
l rural a. country 
2 kilns a. ovens 
3 kaolin ao bricks 4 intensive a. changing 
farming crops 
.. 
bo woods 
b, bake 
b. sand 
b. producing 
large crops 
c. urban 
c. bricks 
c. white clay 
c. vegetable 
farming 
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5. banks a. shallow water b. money· to c. surrounding 
for fishing save ocean water 
6. merchant ~. armed services b. commercial c. navy 
marines ships 
7. ford a. river delta b. inlet from c. shallow water 
the sea for crossing 
a. democracy a. form of b. monarchy c. political 
government party 
9. drowned a. seaport b, sunken . c. unde~ water 
coast coast 
10. ballast a. valuable b. worthless c. full huJ,.l 
cargo goods 
11. peat a. stores b. grain c. fuel 
12. polders a. drained land b. move slowly c. low hills 
13. crop a. dair·y b. changing c. transport-
rotation farming fields ing goods 
14. drowned b. behind dikes b. low land c. under ocean 
valley water 
STUDY GUIDE ON INDUSTRIAL VJESTERN EUROPE 
ANSWERS FOR #2, #), #4, #5, #7 
Answers fo·r #2 
1. 
2. 
3. 
4. 5. 
England, Lu:x:embu1~g, Netherlands, Western Germany, 
Belgium and France 
England 
Eastern France, Luxemburg, England, Belgium and 
Germany 
Belgi~a, Netherlands, Rhine Valley, British Isles 
iron, coal, and limestone 
6. 
7. 
8. 
a 
Burm~ngham and Wales 
Heuse 
Liege 
""' 
Antwerp 
10. Loraine 
11. 
12. 
13. 
14. 
15. 
16. 
17. 
18. 
19. 
20. 
21. 
22. 
23~ 
blast furnaces and steel mills 
Ruhr and Rhine 
Ruhr Valley and Rhine Valley 
Glasgow, South Shields, Belfast, Nantes, and Caen 
Flanders 
Leeds and Bradford 
Argentina, uruguay, New Zeland and Australia 
Lille, Roubaiu, Ghent and Reims 
Manchester 
Flanders (Belgium) 
Josiah 1rf edgewood 
Kaolin 
Limoges, Pelft, and Mense Valley 
Answers for #3 
1 b 
2 a 
3 b 
Answers for #4 
1. The North Sea 
7 
8 
9 
c 
b 
a 
10 c 
2~ Type of location, 
fishing, location 
importance of the sea, methods of 
near £ishing grounds 
Answers for #5 
Imports 
meat wheat 
leather coffee 
coconuts cacao 
raw woolen & cotton fiber 
Answers for #7 
1 a 
2 a 
3 c 
4 b 
5 a 
6 b 
7 c 
8 a 
9 b 
10 b 
11 c 
12 a 
Exports ..,..._...__ __ 
machines for factories 
metal tools 
salt fish 
sugar 
13 b 
14 c 
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II. Answer the following with a word1 words or statement that 
will correctly finish each of the following: · 
III. 
1~ The areas of major manufactu:::-ine in 'tvestern Europe 
are:. 
2. Three important things to .the production of steel 
are: 
.3. Some famo~s shipbuilding centers in industrial western 
Europe are: 
The western European woolen industry imports most of 
the raw material from: 
' Some famous western European pottery centers are: 
Match those in Column t"t<ro with those in Column one. 
(Put the letter beside the number on your paper) 
I II 
.) 
l. Industrial Revolution a. Birmingham 
2. Steel district b • L:i.:ege 
.3. Heavy manufacturing c. England 
centers 
4. Famous weavers d. Antwerp 
5. :!:ron deposits e. Ruhr 
6 •. English woolen industry f. Flanders 
7. Haviland China g. Le'eds 
8. I·ndustrial region h. ~o·~paine 
9. S·eaport 
10 •. Blast furnaces 
IV Choose the best ending and put the letter of that ending 
bes:i:de the correct number on your paper. 
1. Industrial Europe is also a great area for 
a. crops b. farming c. harvesting 
2. A favorable condition to farming is 
a. rainf~ll b. the ocean c. industry 
3. Another favorable condition to farming is 
a. water b. fertile c. highlands 
lowlands 
4• The area around the Wash bay is called the 
a. great fins of b. Paris Basin 
England 
c. P~e~db~mWef ~f En~lap4 
v. 
V-I. 
VII 
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$~ A cool climate crop is 
a •. wheat b. sugar bet;)tS c. barley 
6.. Cool climate crops grow in abundance in 
a. England b. The Netherlands c. Scotland 
7. A crop that supplies much rood from little space is 
a. grapes b. potatoes c. rye 
·8.. Sugar beets call for 
a. gpod rainfall b. ~parce population 
c. middle latitude climate 
.. 
_i,. 
Choose the b~st meaning and write the. letter in fro~t 
of the correct number on your paper. 
1. rural a.. country b. woo'ds 
2. kilns a. oven b. bake 
3. kaolin a. bricks b. sand 4. intensive a. changing b. producing 
farming cr9ps large crops 
5. banks a. shallow b. money to 
6. merchant 
marines 
7. ford 
.a. ballast 
• 9. peat 
10.. drowned 
• valley 
water for save 
fishing 
a. armed 
services 
· a. river 
delta 
b. commerc'-al 
ships 
b. inlet from 
the ocean 
worthless a. valuable b. 
·cargo . 
a.. stoves 
a. behind 
dikes 
load 
b. grain 
b. low land 
Answer completely and in sentences. 
c .. urban 
c. bricks 
c. white clay 
c. vegetable 
farming 
c. surrounding 
ocean water 
c. navy 
c. shallow water 
for crossing 
c. full hull 
c. fuel 
c. under ocean 
water 
1. How did manufacturing with machinery come about? 
2. Why are some. areas. industrial and others not? 
3. Why is trade important to industrial western Europe? 
·4· How does farming there differ from that in the u.s.? 
-5. 1nJhy is the fishing industry important to industrial 
western Europe? 
Choose one of the following 
.1. England 
2. Ireland (Northern & 
Republic of) 
3. Fre,nce 
4· Belgium 
topics 
5. 
6. 
7. 
and discuss it fully 
Netherlands 
\-Jestern Germany 
Luxemburg 
You should include such things as: 
climate industrial areas 
rainfall gpvernment 
growing season important people 
important cities agriculture 
outstanding geographical features 
important eyent~ ~n history 
APPENFllllX L 
AFRICA' 
1. Locate Africa on t~e map, page 30-31. In what zones is it found? 
a. North Frigid 
b. North Temperate 
c. Torrid 
d. South Temperate 
e. South Frigid 
2. Locate the following, page 30-31. 
a •. Atlas Mountains 
b. Nile River 
c. Congo River 
d. Zambesi River 
e, Niger River 
f. Mount Kilimanjaro 
g. Lake Victoria 
h. Orange River 
i .. Lake Tanganyika 
j. Sahara Desert 
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When you have completed the above, write one or two good sentences about 
each so that I will know that you have rea.<lly located them. 
3. ~pages 191-196 first, then answer the following: 
a. Where do· Africa and Europe a;Lmost touch? 
b. What mountain range is in Northwestern Africa? 
c. The coastal lowland between these mountains and the sea is called 
the -------------------
d. List some products of this region. Sentence, please. 
e. In the plateau area most people are ----------------
f. What is esparto? What are its uses? 
g. The Arabs and the were the settlers of North Africa. 
4. Answer the following by marking true or false. Do this on your paper. 
a. A desert is a hot sandy region. 
b. The desert herdsmen have no fixed home. 
c. Most people of the desert are oasis farmers. 
d. An oasis is the place in the desert wher~ herdsmen and traders meet to 
discuss the weather. 
a. An oasis house is made of wood. 
f. Intensively means not too much. 
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g. Dates, the main desert crop, grow on bushes. 
h. Pistachio is green, Arab ice cream. 
i. The nomads are the desert traders. 
5. Fill in the correct word in the following sentences. 
a. The largest oasis in the Sahara Desert is the ------- ----------
b. In winter the river 
--------· p. 194. 
c. Today the moaern Egyptians use to control floods. 
d. The largest of these is the 
e. Cotton is the 
----- of Egypt. 
f. Egypt has two large cities, and 
-----------
g. The Nile Valley is chiefly a 
----------- region. 
h. The two cities at the ends of the Suez Canal are and 
(Be s~re that you can pronounce their names.) 
6. Now on page 196 do the exercise, "What is Wrong with this Story". 
7. When you have completed the above, read pages 196-199. Now you should be 
able to answer the following. 
a. The belt of grasslands south of the Sahara are called the 
---------
b. Lands with more 
---------
can support more ---------
~. Natives of the grassland are 
-----------
d. ~he grasslands have an abundance of 
---------
e~ What does abundance mean? 
f. Describe a typical A frican village. 
g. Tell what the African house was like on the inside. 
8. The next section in your book is quite long, but important. Therefore, 
I would like you to read pages 199-210, Living in Central Africa. Then 
you should be able to do the following. 
a. List the four regions of Central Africa. 
b. Does the Sudan have boundaries~ 
c. At the city of "Khartoum something take~lace, what is it? 
d. What is the principal crop of this region? 
e. Locate Timbuktu. For what is it noted? 
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f. In West Africa we see the ancestors of most Americans. 
g. Most of this area has been controlled by either the or the 
h. Have the Europeans helped these people of West Africa? If so, how? 
i., What are the vegetable oils mentioned on page 202? For what are they 
used? 
j. What is the third crop mentioned for this region? 
k. Name one plantation crop. Why is· it grown on plantati~ns? 
6. The next group of questions has to do with the equatorial lowlands as 
described on pages 203-204. 
a •. How great is the rainfa;I,l in this region? 
b. What does this mean to you? 
c. Most of this area is in the Basin. 
-----
d. They say that the temperature range is small. What do they mean by this? 
e. List ten produ~ts of this region. 
f. Would you like to live in this region? Give your reasons. 
7. Now we will turn our attention to the Highlands of East Africa as found on 
pages 205-209. 
a. In this region is located the second largest lake in the world, 
b. What is the vegetation like in this area? The climate? 
c. Nama three plantation crops of this region. 
d •. Four-fifths of the world 1 s supply of cloves comes from the island 
of ______ _ 
e. What are cloves? 
f. East Africa has more interesting-----------
in the world. 
than any other place 
g. Some of the native tribes that keep cattle live almost entirely on 
h. The heavy summer rains in Ethiopia cause the --------- of the Nile. 
i. The control most of East Africa. 
---------
j. List the four countries mentioned as being in East Africa along with 
their capitals. 
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k. Why are white people able to live in this part of Africa successfully? 
'Think! 
1. What is made from the daisies pictured on page 209? 
8. Let us now turn our attention to the mining area of Central Africa, pages 
209-210. 
a. Name the three countries that share this area. 
b. The most abundant mineral is 
c. What is the baobab tree? Describe it. 
d. Southwestern Belgian Congo has deposits of ------------- and ---------------
e. Why are these minerals important to the rest of the world? 
9. Please complete the exercise ·on page 210, 11Comparisons of Size'', numbers 2-5. 
Finally we arrive at the southern tip of Africa. This is covered in your 
book on pages 210-216. 
a. Some people use the -------------- River as a dividing line between Central 
and South Africa. 
b. This whole region is mostly a----------------------
c. Most of the people in this area are ------------------· (Race) 
and the d. The Europeans here ~age the 
------------- -----------
e, The ------------- Desert in South Africa is the home of the ------------
f. The Portuguese settled at the mouth of the Zambezi. Today it is the 
colony of -----------------
g. The Dutch established a settlement at ---------------
h. The Union of South Africa is a member of the British ________ of Nations. 
i. The region around Capetown has a-------------- climate. List some of the 
products. 
j. The eastern part of South Africa is one of the great-------------------
of the world. 
k. Describe the city of Johannesburg. 
10. A section of this area is famous for its mines. Weshall now investigate 
this section. 
a. The two product.s mined here are--------------- and---------------
b. Population is ------------------ in these regions. 
c. The gold mining region is called the----------- (Short form) 
d. Describe the mining of gold. 
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e. Where ia South Africa do we find diamond mines? (City) 
f. Describe the mining of diamQnds. 
1~. Any person interested in obtai~ing extra credit for this unit (Africa) may 
choose one or more of the following for a report. 
a. Kraals 
b,. 'Bushmen., Pygmies, Hotten.tots, Watusi 
c. Animal life of Africa 
d. Plant life of Africa 
5. 'Bird life of Africa 
6. Jan C. Smuts and the Boer War 
7. Read the January 30, 1959 copy of U. S. News and World Report, 
pages 56-59 and 99-103. Compare this to the same story as found in 
your book pages 210-214. Do they agree or disagree? How? 
8. Read National Geographic Magazine for April, 1958, pages 968 to 586. 
Report on this article.. (The article deals with diamonds.) 
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WEEKLY REPORT OF STUDENT PROGRESS 
School ----- Teacher 
------
Grade ....,.....---- Week ending ----
READING: Level Name of Book Pages INDEPENDENT IN-SCHOOL READING 
·High (, __ ) 
( ) 
Number of pupils participating __ _ 
Ave. SOURCE OF BOOKS (Please check) 
School· Library ___ _ 
Low ( ) Dedham Library ----
Room Library 
Balanced Reading Program 
+++----------------------------------~----------------------------------------~---
ARITHMETIC: 
Level p·ages (Approx. range) No. of Pupils JOB SHEETS 
No. of Pupils 
Ave. ( ) ). 1F1 (_) 
112 (_) 
Low ( ) ) 113 (_) 
114 (_) 
TEXT OF NEXT GRADE 115 (_) 
No. ·of Pupils ( __ ) Approx. range of pages 116 (_) 
) 117 (_) 
--~-------------------------------------------------------------------------------
Sl'ELLING: Level Range of Lessons No. of Pupils NUMBER COMPLETED TEXT (_) 
Advanced ( _____ ) ( _____ ) · PERSONAL SPELLING 
LISTS (_) 
Average ..._ _____ ) .._ ____ ) 
Low 
'------) ( ____ ) 
--------------------------------------------usE-6F-MDLTIPLE-REsP6wsE;--chetk-I£~-­
woRD CLASSIFICA~ION: 
Level 
Advanced 
Average 
Low 
No. of Pupils 
(. ____ ) 
( ) 
you have used Multiple Response in 
the following subjects: 
Reading Spelling. __ 
Arithmetic Word Class __ _ 
Language Soc. Stud. __ _ 
..._ ____ ) 
--------------------------------L--------------------------------~----------------
SOCIAL STUDIES: SOCIAL STUDIES 
Study Guides NUMBER OF PUPIL SPECIALTIES ) 
No. of Pupils 
SCIENCE 
Advanced ) NUMBER OF PUPIL SPECIALTIES ) 
Average. ) pages ( ) 
Low ) pages ) 
LANGUAGE: Number of lessons: Creative Writing Choral Speaking 
·----Grammar Mechanics 
·-----Proofreading, ____ _ 
-AP-PENDIX 0 
DEDHAM PUBLIC SCHOOLS SUPERVISION REPORT 
One each day by each Principal - Minimum visit 30 minutes. 
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'erson supervised .. ... . . . . . ... .. . . . . .. ...... .. .. .. . . ... ... .. .. .. .. ... ... . .. . . .. . . . .. . . . School . . ... ........ .. . .. . .. . . . . .. . . .. . . . . . ... . .. Gr. . ............ . 
late . . . . . . . .. . . . . . ... . .. . . . ... ... .. .. . .. . .. . Visited from . . . .. .. . .. .... ... .. .. . . .. .. ... ... . . . .. ... . . . . . . .. . . . To ............................................. . 
ubject observed . .. ... ... ....... ... ... ..... .. .... .. . ... . ... .. .. ...... ...... .. . . . . . . .. . . . . . .... .. . . .... .. What phase of this subject did you 
oserve? 
······································································································································································ 
Vhat accommodation did you see for the following: 
Level for each pupil ............................................................................................ ; ......................................... .. 
····················································································································································································· 
Individual progress for each pupil ............................................................................................................... . 
····················································································································································································· 
Teaching at points of weakness ................................................................................................................. . 
Self-Direction ................................................................................................................................................. . 
····················································································································································································· 
Enrichment ..................................................................................................................................................... . 
···················································································································································································· 
Multiple Response Technique ..................................................................................................................... . 
What were the pattern, or patterns, used for organization? 
I 
______,[[t------Jll~----
How was this teacher economizing on use of time? 
······················································································ ····························································································· 
What was your reaction to the control of noise? ................................................................................... . 
···················································································································································································· 
What is your reaction to this visit? .......................................................................................................... .. 
···················································································································································································· 
...................................................................................................................................................................................... 
···················································································································································································· 
What did you discuss with the teacher? .................................................................................................. .. 
···················································································································································································· 
..................................................................................................................................................................................... 
Reported by ....................................................... . 
Teachers: 
APPENDIX P 
Dedham School Department 
Dedham, Massachusetts 
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June 1959 
~his questionnaire invites your frank appraisal of the program of 
individualized instruction under which you have worked this past year. 
You will note that this is an anonymous reply, all I ask is your thought-
ful and considered opinion. 
Kindly check the appropriate blank for the quality of service this program 
has provided for your pupils. Under "sugges.tions" include those items which 
you feel ~ould improve or ~odify the program. 
Harvey B. Scribner 
Superintendent of Schools 
Quality of Service to Your PuEils 
Poor Fair Good Very Good Excellent 
Arithmetic 
Suggestions for improvement 
Language Arts Pour Fair ~ Very Good Excellent 
Suggestions for improvement 
Reading Poor ~ Good Very Good Excellent 
.Suggestions for improvement 
Social Studies Poor Fair Good Very Good Excellent 
Suggestions for improvement 
SEelling Poor Fair Good Very Good Excellent 
I 
Suggestions for improvement 
Use reverse side for additional comments. 
